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ABSTRACT
This study explored the relationship between the

background and ideological characteristics of undergraduates and
their experiences at the University of Michigan, focusing on black
students from low socioeconomic backgrounds. It was particularly
concerned with distlnguishing between students who have a
predominantly vocational, instrumental approach to college and those
wh) approach college with theoretical, intellectual goals. Of special
interest was the discovery whether black students chose black or
white friends and referent figures--people in the University
community most admired and emulated by the student. Of a total sample
of 328 students 277 responded to 3 questionnaires. Interviews were
also held with 80 of the low socioeconomic respondents. Among major
findings were: differences in responses of black and white students
concerning educational experiences were insufficient to warrant
controlling analyses on the basis of race: while white students
believed that their college experience had increased their acceptance
of blacks, blacks cited increased feelings of antagonism and desire
for separatism; the most significant problems experienced by
instrumentally oriented black students were-academic pressure and the
resulting self-analysis, and feelings the system was against them.
Problems of intellectually oriented students involved interpersonal
relationships; a distinction was made between friends and referent
figures. (JS)



N

FINAL REPORT
Project i\lo 9-E-072

A Study of the Relationship of
Instrumental and Intellectual
Orientations to the Educational
Experiences of Black Students
at the Univers ty of Michigan

WILLIAM PROCTOR FENSTEMACHER

Avf I 1971

Survey Research Center
Institute for Social Research
The University of Michigan
Ann Arbor, Michigan
Grant No. 0EG-5-9-325072-0047 (010)

"PERMISSION TO REPRODUCE THIS COPY.
RIGHTED MATERIAL HAS BEEN GRANTED
By

TO ERIC AND OROANIZATION:i OPERATING
UNDER AGREEMENTS WITH THE LIS OFFICE
OE EDUCATION, FuRTHER REF RODUCTiON
OLITSIOE THE ERIC SYSTEM REQUIRES PER-
MISSION OF THE COPYRIGHT OWNER."

U.S. Department of Health, Education, and Welfare
Office of Education
Bureau of Research

DEPARTMENT
oF HEALTH,

EDUCATION
WELFARE

OEFiCE OF EDUCATION

THIS DOCUMENT
HAS BEEN REPRO-

DUCED EXACTLY
AS RECEIVED FROM

THE PERSON OR ORGANIZATION
ORIG-

INATING IT.
POINTS OF VIEW OR OPIN-

IONS STATED
DO NOT NECESSARILY

REPRESENT OFFICIAL
OFFICE OF EDU-

CATION POSITION
C. POLICY.



Final Report

Project No. 9-E-072
Grant No. OEG-5-9-325072-0047 (010)

A STUDY OF THE RELATIONSHIP OF INSTRWMENTAL AND INTELLECTUAL

ORIENTATIONS TO THE EDUCATIONAL EXPERIENCES OF BLACK STUDENTS

AT THE UNIVERSITY OF MICHIGAN

(AN ASSESSMENT OF 'THE EFFECTS OF REFERENCE GROUPS

UPON THE EDUCATIONAL AND VOCATIONAL ASPIRATIONS

OF STUDENTS AT THE UNIVERSITY OF MICHIGAN)

William Proctor Fenste: cher

The University of Michigan
Ann Arbor, Michigan

1971

The research reported herein was performed pursuant to a
grant with the Office of Education, U.S. Department of
Health, Education, and Welfare. Contractors undertaking
such projects under Government sponsorship are encouraged
to express freely their professional judgment in the
conduct of the project. Points of view or opinions
statad do not, therefore necessarily represent official
Office of Education posi ion or policy.

U.S. DEPARTMENT OF
HEALTH, EDUCATION, AND WELFARE

Office of Education
Bureau of Research

2



ABSTRACT

A STUDY OF THE RELATIONSNIP OF INSTRUMENTAL AND
INTELLECTUAL ORIENTATIONS TO THE EDUCATIONAL

EXPERIENCES OF BLACK STUDENTS AT
THE UNIVP-RSITY OF MICHIGAN

by

William Proctor Fenstemaci,er

Chairman: Gerald Gurin

The purpose of this research was to explore the relation7;hip

between background and ideological characteristics of students and

their experiences with the university. While both black and white

undergraduates in the University of Michigan's College of Literature,

Science, and the Arts are included in the study, the major focus is on

the black student of _cower socio-economic backgrGund who comes to the

University with very different orientations to the learning experience

than most of the other students. The study focuses on issues relevant

to this group rather than on black-white comparisons.

A major objective was a set of analyses within the black group

which related the background and ideological characteristics of these

students as independent varibles to experiences within the University

as dependent variables. Within the independent variables, we were par-

ticularly concerned with the distinction between students who take a

predominantly vocational, instrumental approach to college and those

who appro -h college with theoretical, intellectual goals. Within the

dependent variables we were particularly interested in the selection

of friends and referent figures, specifically whether the black

students chose black or white'friends and referent figures. Referent



figures were defined as the people in the University community (students,

faculty or administrative staff) most admired and emulated by the student.

This study involv,._s four groups of students: two from lower socio-

economic backgrounds (119 black and 40 white); two randomly selected (54

black and 64 white). From a total sample of 328 students, 277 responded

for an 84 percent return. Four instruments were utilized in data col-

lection: Th uestionnaire on Student Ex eriences; The Social Reaction

Inventory, The Omnibus Personality Inventor ' and an interview with 80

of the lower socio-economic respondents (50 blacks and 30 whites, ran-

domly selected fram the totals in the two groups). The primary tech-

niques of data analysis involved simple tests of association, multiple

-relation and one-way analysis of variance.

Among the major findings were the following. The differences in

the responses of black and white students toward their educational

experiences (the tmportance of faculty and course-related experiences)

were not of sufficient magnitude to warrant co trolling analysis on the

respondent's race. A socio-econamic variable such as disadvantaged/non-

disadvantaged re ulted in more significant differences than race.

Underlying attitudes towA_rd _ eir educational experience is the

predominant feeling among black students of a superficial acceptance by

whites. Whereas white students feel that their college experience has

increased their acceptance of blacks, black students feel their experi-

ence has increased their feelings of antagonism and desire for separatism

rather than integration.

The most significant problems expelienced by black students were

the following: academic pressure and resulting self-questioning;

perceiving the system to be against them; a feeling of being lost and



overwhelmed in tb,. University; and experiencing difficulty in joining

groups. Each of these problems was particularly felt by students higher

in instrumental rather than intellectual orientation.

The problems which the intellectually oriented students experience

involve interpersonal relationships rather than a questioning of academic

competency. The problem of feeling forced to choose between white *and

black friends is significantly related to intellectual, but not to

instrume:tal orientations. This is consistent with the tendency -imong

intellectually oriented students to select white frievAs with greater

frequency than instrumentally orlented students, --d consequently, to

experience a conflict in choosing between black and white friends.

The majority of al students, intellectually as well as instrument-

ally oriented, tended to select black students as referent figures.

However, among the intellectually oriented, there were als_ a large

minority who chose white faculty as their referent figure. This under-

scores the need for more black faculty, particularly for the instrument-

ally orienied student

While intellectual orientltions were related to the greater choice

of both white friends and white referent figures, other findings from

the study ind c ted a distinction between friends and referent figures.

For exruple, students higher in racial identification and militancy more

often chose black referent figures but not necessarily black friends.

Racial ideology seems more relevant in the choice of a refarent figure

than a friend. Friendship choices were more relevant to personal needs

and issues of emotional support.
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CHAPTER

Introduction

A. Purpose of Study

The purpose of this, or any research, Is to contribute in

some small way to the present state of knowledge about the

object of the research. I have relied upon the work of numerous

scholars and applied their knowledge in formulating this

research proposal.

This study of undergraduates in the University of Michigan's

College of Literature, Science, and the Arts has the following

objectives: (1) to analyze a sample of the economically deprived

students to determine their attitudes toward their educational

experience; (2) to determine their reference group Identifications;

and (3) to ascertain the relationship, if any relationship exists,

between reference group orientations and academic aspiracions.

While both black and white undergraduates are included in the study,

the major focus Is on the black student from the ghetto who comes

to the University with very different backgrounds and orientations

to the learning experience than the majority group. The study does

not make direct black-white comparisons but does use racial differences

for illustrative purposes within the larger group. For example,

the black intellectual's response to the creative and intellectual

challenge found'in the course work is different than the reaponse of

the white intellectual. 'This comparison is helpful in understanding

how the black intellectual operates in ways that -ay be different

from the _hlte intellectual.

29



Since approximately 1965, the combined efforts of the federal

government and institutions of highcr education, through financial

assistance and recruitment respectively, have increased the

enrollment of economically deprived students many of whom are black.

The recruitment efforts and inc ea ed enrollment have been particularly

evident among colleges and universities with selective admissions

policies in the northern United States. This study attempts to

increase the knowledge of the problems and evaluate the experiences

of the (so called) economically deprived students at the University of

Michigan- a large public university with relatively high academic

sLandards. I believe the results and recommendations of this study

will be applicable to other institutions regardle s of size or source

of financial support, which are increasing the enrollment o

economically deprived and/or minority students.

Focusing on the black, economically deprived student this

study explores the relationship between the student's orientation

toward his educational experience and the following factors:

the problems encountered and the types of experiences in the University

which are particularly meaningful; the characteristics of the member-

ship and reference groups selected; and tht,t attitudes toward race

relations black identity, and militancy. I am hopeful that this

research will contribute to the existing knowledge of referent figures

in ter s of the reason for and relationship between the respondent

d the referent figure.

The contribution of this research lies in three areas: (1) a

study of the educational experiences of black undergraduates at a

northern predominately white university; (2) the utilization of



student orientations to the educational experiences as the central

focus of the study; and (3) the exploration of the nature of the

respondent-referent figure relationship. In exploring the

importance of the referent-figure relationship to the respondent,

the racial identity of the referent figure and the nature of the

r ferent figure relationship are compared with the respondent-friend

relationship. No other study of which I am a a e has incorporated

all of these three factors. During these years of social change

and concern for raising the educational and socio economic levels of

the economically deprived, such research is particularly timely in

determining how these students view their educational experience and in

recommending alterations in the academic program to more adequately

provide meaningful educational experiences.

Several terms are used throughout this dissertation as shorthand

for referring to groups and variables. The most common terms are

"economically deprived" and "opportunity award student."

"Economically deprived" and "culturally disadvantaged" are examples of

overused terminology which broadly characterizes the environment in

which a large proportion of Americans live. Using white, middle class

criteria, "culturally disadvantaged" and "economically deprived" refer

to cultural and economic factors frequently present in poverty situa-

tions. The terms are misleading and inappropriate for a discussion of

an incrediblY complex and inter-related series of Issues which extend

far beyond the scope of this study.

In 1962, the University of Michigan initiated the Opportunity

Award Program to provide admission, finan-21a1 and educational

assistance to low income and/or minority group students who "appear to



be capable of academic success at the University.
" I

Two general criteria utilized by the University to select students

for the Opportunity Award were a high level of financial need and an

element of academic risk in enrolling at Michigan. These students

received scholarships from a special fund and were honored as

"Oppo-tunity Award Scholars." Students with a hi h level of financial

need but without academic risk received other sources of financial

assistance. The Opportunity Award designation allows these students to

be identified as a subgroup of financial aid recipients. This study

focuses on the attitudes and educational experiences of the Opportunity

Award students.

Membership Kroup, or peer group, is a group of individuals with

whom one Interacts on the basis of some common attraction, which is

often a friendship orientation. A given individual will frequently

be a member of several groups ily.ltaneously, with each group holding

a slightly different attraction for the individual.

The term, subculture, refers to a relatfLvely homogeneous group

of students exhibiting certain characteristics (usually ethnic

regional, economic, or social) and patterns of behavior sufficient to

distinguish it from other groups within the larger, more heterogeneous

student body. This definition implies that these persons interact

with one another to a greater extent than with students of different

orient ions, and are aware of their common orientation which is shared,

to v rying degrees,by interacting members of the group.

1,"Opportunity Award Bulletin," Summer, 1969. (Special Projects
Office,--Univerafty of Michigan, Ann Arbor, Michigan.
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Reference set is a concept identifying those persons to whom

an individual refers his behavior to check on its appropriateness

and its value.
2

The range of these "significant others" provides a

broader basis for individual thoughts and actions which serve to free

the individual from Immediate pressures of the local social system

and provide a broader basis for his actions.

Reference figures are individuals or groups in whose regard

another person makes decisions and forms attitudes. An individual or

group becomes a r-ference figure for an Individual with re pect to a

certain ob ect or orientation when the individual and his attitude

t ward the object are part of the same system (or reference set)

as the individual'_ attitude toward the object. It is possible for

reference figures to be included in the subject's membership group.

The socialization process refers to the experiences, rewards,

etc. which individuals encounter within an institution which serve

to direct them toward a set of values, behaviors and skills which

3make them more or less able members of their subculture.

The set of values behaviors, and skills which are rewarded and punished

will vary In congruency with the institution purpose.

2-Orville G. Brim, Jr., "Socialization,through the Life Cycle,
in Socialization_After Childhood: TWO Essa_s, eth by Orville G. Brim,
Jr., and Stanton Wheeler (New York: Wiley, 1966), p. 16,

-Ibid.



Review of the Literature

The state of knowledge in the areas of attitudes attitude change,

subcultural and reference group identification is comprehensive and well

documented. For the purpose of this review, I .,:ave chosen specific

sources which have been particularly important in developing the con-

ceptual framework of the research.

1. Back ound Characteristics Related to Univ rsit Ex eriences

Much has been written about the entering characteristics of

students of lower socio -economic status. In comparison to their higher

status counterparts, students of lower socio-economic backgrounds have

had a more restricted range of experiences in the home and school which

is related to less cultural sophistication in terms of knowledge of

traditional art, music, literature (Matteson4'5 Peterson
6

; Hartnett

and Peterson
7

Baird
8) and are more likely to be oriented to college in

terms of vocational and professional training and less likely to be

oriented in terms of intellectual growth. (Gottlieb9; Gurin and Katz10;

4_R..W. Matteson, "Experience-interest Changes in Students," Journal
of Counseling Psychology, II (1955).

5R. W. Matteson, "Experience-interest Relationships as Measured by
an Activity Check List," Journal of Counseling Psychology, II (1955).

6
R. E. Peterson, Technical Manual: College Student Questionnaires

(Princeton, N. J.: Educational Testing Service, 1965).

7R. T. Hartnett and R. E. Peterson, Religious Preference as a Factor
Attitudinal and Back ound Differences Amon Colie e Freshiften

Princeton, N. : Educational Testing Service, 1967).

8_
L. L. Baird, Family Income and the Characteristics of Colleg-

Bound Students (Iowa City, Iowa: American College Testing, 1967).

9D. Gottlieb, "Social Class, Achievement, and the College-Going
Experience," School Review, LXX (1962).

10Patricia'Gurin and Daniel Katz, Motivation and- Aspiration in the
Negro College (Ann Arbor, Mich.: institute for Social Research,- 1966).
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Baird ' )

In Equality of Educational Opportunity, James Coleman pointed out

that at all grade levels, and in all regions of the country, average

Negro scores on achievement tests are about one standard deviation below

white averages.
13

It is evident that students from.similar backgrounds

will experience certain pressures and problems when they enter an

academic setting which is directed to students who have benefitted from

the educational and cultural accouterments of a higher socio-economic

level.

Attitude and Attitude Change Literature

The ma or focus of this study is the economically deprived black

student from the ghetto who comes to tha University with a very different

background and orientation to the learning experience than the majority

group. Two approaches involving attitudes and attitude change which are

applicable to the study are (1) the balance theory of attitude change

and (2) referent figure theory. Balance theory involves the handling

of discrepancy on an interpersonal basis; referent figure theory is

applicable to the nature of the relationship between the respondent and

the referent figure. The literature on student subcultures as it

relates to attitude change and referent figure theory will also be dis-

cussed.

11
Baird, Family Income and the Characteristics of Colle -Bound

Students.

12
L. L. Baird, The Educational Goals of Colle -Bound Youth

(Iowa City, Iowa: American College Testin 1967 ).

13
James S. Coleman, et al., Equality of Educational Opportunity

(Washington: U.S. Government Printing Office, 1966 ), p. 21.



a. Bal%'AaS2_112R2EZ

The concepts of balance proposed by Hnider
14

at the g oup level

and by Newcomb
15 -at the interpersonal level have played a major role in

conceptr.alizing attitude change and in relating attitude change to peers

and referevit figures. Newcomb's "strain toward symmetry involves the

interplay of forces among Individuals which results in uniformities or

consistencies among them. The theoretical "balance notion" proposed by

Newcomb and others involves a person's (P) attitude toward an object (X)

and his perception of the significant othe (0) attitude toward the

object which cre.-es a balanced or imbalanced model. The "significant

other" can be either an individual or a group within one person's (P)

cognitive structure. Attitude change and potential learning situations-

occur in an imbalanced state when a person (P) diffe s in his feelings

about an object or norm (X) with a significant other (0) towards

whom P feels positively, as illustrated in the following diagram.

Key

denotes a positive

= the object or norm

P = the person
0 = the significant other

or group

oriartation
denotes a negative
orientation

16

Newcomb s research on attitude change In The Acquaintance Process

supports the balance model th ory and shows that high attraction toward

14Fritz Heider, The Psychology of Interpersonal Relations (New
York: John Wiley, 1958).

'5Theodor2 M. Newcomb, Social Psychology (New York: Dryden, 1950),
p . 225-232.

16
Theodore

College Campus (Ann Arbor, Mich.: University of Michigan, 1964
M. Newcomb and Richard Flacks, Deviant Subcultures on

p. 5.



others is associated with the perception of reciprocation of high attrac-

tion toward oneself.-
17

Balance inducing forces result d in the percep-

tion of closest agreement with the most attractive others with respect to

objects other than the self and domitory members.18 Balanced relation-

ships tend to be stable due to the similarity of attitude toward "other

objects" and the mutually rewarding nature of the interpersonal relation-

ship. When change in interpersonal attraction occurs, it normally follows

the preference for a balanced relationship between the individuals and

the "other objects." There is usually a simultaneous and reciprocal

adaptation in the direction of reestablishing realistic and balanced

relationships for both individuals. 19

During his research, Newcomb found that, over a two
year period of time, the general tendency was for percep-
tion of the favorability of others' personal character-
istics to change, as does attraction, with acquaintance,
and, like attraction, the perception of the favorability
of others changes, in balancing maintaining ways. Per-
ceived favorability functions as an independent as well
as a dependent variable. On earliest acquaintance,
attraction is very considerably influenced by perceived
favorability, (i.e.; as an independent variable), but dur-
ing the acquaintance process, it changes in balaace main-
taining ways, as a dependent variable. As a general
tendency, individuals came to see others as possessing
favorable characteristics in ways that are 4.nfluenced
less by their initial impressions than by the present
impressions of other individuats to whom they are highly
attracted."

17
Theodore M. Newcomb, The Acauaintanc Proc -s CNew York: Holt,

1961 p. 220.

18 :-ibid., p. 221.

19_
Theodore M. Newcomb, "The Prediction of Interpersonal

in Current Perspectives in Social_axphology, ed. by Edwin F.
and Raymond G. Hunt (New York: Oxford University Press, 1963)

2
p. 227.

Attraction,"
Hollander
p. 300.
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Of importance to the study is identifying the conditions through

which balance is achievnd, by changes in attitude or by other adjust-

ments such as rejecting the significant other and searching for another

reference person. For example, do students with certain orientations

tend to reject their orientation and prefer students or referent figures

of other rientations9 When one re elves dissonant information concern-

ing his orientation, he usually adapts in some way in attempting to

balance the system. (Kelman
21

, Raven
22

)

The balance model provides a means to analyze attitudes and to

comprehend the relationship between the student's orientations toward

the educational experience and his selection of membership and reference

groups which, in turn, reinforce or alter his orientation toward the

educational experience. Research on student subcultures and the impor-

tance which the subculture plays in the development of student attitudes

introduces the reference group literatul-e.

Student Subculture Literature Related
to Reference Group Theory

The student community may appear to be a heterogenous mass of

indviduals when it in fact, is a collection of groups with various

degrees of normative i fluence upon Individual members. Students have

mutual and reciprocal influence on one another. In the interaction they

develop consensual and shared sets of expectations regarding each others'

br:havior and Important aspects of their common environment. These

21-Herbert C. Kelman, "Compliance, Identification, and Internaliza-
tion: Three Processes of Attitude Change," in Basic Studies in Social
Psychology, ed. by H. Proshansky and B. Seidenberg (New York: Holt, 1965).

22
Bertram Raven, "Social Influence and Power," In Current Studies

in Social Psychology, ed. by I. Steiner and M. Fishbein New York: Holt,
1965).
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shared expectations, or norms, form the basis of the peer group's power

over individual members.

"As a normative community, students evaluate one another accoz:ding

to ce tain standards of behavior and attitudes, and rewards and punish-

ments are clnditioned upon these evaluations." 23
In his study of

Bennington College, Newc mb24 devised student group typologies on the

basis of the student'3 identification of dominant campus norms and

viewed subcultures as a means through which the student adapts to these

norms. By measuring the student's frame of reference to the college as

a whole, Newcomb determined the importance which the college played in

the development of student attitudes. In this study, Newcomb's member-

ship group was the entire Bennington student body. Other recent studies

(Newcomb
25

; Clark and Trow
26 28 29; Rossi ; Wallace ; Feldman and Newcomb )

27

have identified membership groups as subcultural units within the student

body. In a student community charac e ized by certain attitudes, the

individual's attitude development is a function of the way he relates

himself both to the total membership group and to one or more reference

23Kenneth Feldman and Theodore M. Newcomb, The Impact
on Students (San Francisco: Jossey-Bass, 1969), p. 240.

24
Theodore M. Newcomb, Personality and Social Cha

Formation in a Student Community (New York: Holt, 1943).
e;

of College

Attitude

25
Theodore M. Newcomb, "Student Peer-Group InflUence," in The

American College, ed. by Nevitt Sanford (New York: John Wiley, 1962).
26Burton R. Clark and Martin Trow, "The Organizational Context,"

in Coll_ege Peer Group_s, ed. by Theodore M. Newcomb and Everett K. Wilson
(Chicago: Aldine Publishing, 1966).

27Peter H. Rossi, "Research Strategies in Measuring Peer Group
Influence," in College Peer Groups, ed. by Theodore M. Newcomb and
Everett K. Wilson (Chicago: Aldine Publishing, 1966).

28
W. L. Wallace, Student_ Culture: Social Structure and Continuity

in a Liberal Arts College (Chicago: Aldine Publishing, 1966).
29
Feldman and Newcomb, Im-act of Colle e, pp. 227-248.
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groups which can hold positive or negative attraction for a studen

The study by Wallace31 of student subculture concerns the social-

ization of students and the enculturation process by which freshmen

students learn college norms from upperclass students and faculty

members. He has identified different qualities and mechanisms in the

me sages transmitted to freshmen by these two gr ups. The student

culture presents a social collegiate, generally anti-intellectual

posture through the mechanisms of group influence and powerful rewards

32
and punishments of social integration.- Faculty influence freshmen

toward intellectual endeavor, through personal influence in predominantly

one to one social relationships, and by rewards and sanctions through

grading. Wallace states likewise, that a grea er attitudinal and

behavioral change Is anticipated when there is greater diffe e ce between

the high school society and culture and that of the college society and

culture. One can anticipate certain problems among students for whom

this change is greate t such as the students under consideration in

this study. Wallace also describes students who resist enculturation

by the academic environment as those to whom becoming a college student

is not perceived as a step toward a higher and more desirable status

than that of a high school graduate or sage earner. The resistant

group of students poses the question of how the institution can create

opportunities which enhance the probability of change.

3 ()The dore M. Newcomb, "Research on Student Characteristics:
Current Approaches," In The Student in Higher Education, ed. by Lawrence
E. Dennis and Jozeph F. Kauffman (Washington: American Council on
Education, 1966), pp. 101-116.

31Wallace, Student Culture.
32Ib1d., p. 186.
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c. Reference Group _Theory And Research

Reference group literature Is extensive and involves terminology

which varies in degree of specificity. For example, reference group

may mean a group with which one compares himself in making a self

judgment (Merton and Kitt33 ) or the term may refer to a group which

is the source of an individual's values (Kelley
34) or per peotives

(Newcomb35; Hartley38; Sherif37; Shibutani38). Dispute over the differ-

ent meanings of "reference group" centers about the acceptable generality

of the concept. Sherif and Shibutant prefer a limited usage of the term,

referring to the source of the individual's major perspectives and values

as an "identification group." "The identification group is the source of

values, since the Individual takes the role of a member while adopting

the orientation as his own.
,39

3
Robert K. Merton and Alice Kitt, "Contributions to The Theory

of Reference Group Behavior," in Studies in the Scope and Meth( of
The American Soldier, ed. by R. K. Merton and P. F. Lazarsfeld (71encoe,
Ill.: Free Press, 1950).

34Harold Kelley, "Two Functions of Reference Groups," in Basic
Studies in Social Psychology, ed. By H. Proshansky and B. Seidenberg
New York: Holt, 1965).

35Theodore M. Newcomb, "Social Psychological Theory," in Social
Psychology at the Crossroads, ed. by John Rohrer and Muzafer Sherif
(New York: Harper Bros., 1951).

36
Eugene Hartley, "Psychological Problems of Multiple Group Member-

ship," in Social Psychology at the Crossroads, ed. by John Rohrer and
Muzafer Sherif (New York: Harper Bros., 1951).

37Muzafer Sherif, "The Concept of Reference Groups in Human
Relations," in Group Relations at the Crossroads, ed. by M. Sherif
and M. 0. Wilson (New York: Harper Bros., 1953).

38Tamotsu Shibutani, "Reference Groups as Perspectives,"
American Journal of Sociology, LX (May, 1955).

39Ralph H. Turner, "Role Taking, Role Standpoint, and Reference
Group Behavior," in Approaches, Contexts, and Problems of Social
Psychology, ed. by Edward Sampson (Englewood Cliffs, N. J.: Prentice
Hall, 1965), p. 230.
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At the opposite extreme the individual's behavior is
affected within limits by groups whose members constitute
merely conditions to his action; the person merely takes
them into account in order to accomplish his purposes. The
manner in which he takes them into account may or may not
require role-taking, and they may or may not constitute his
membership group, and are thus defined as 'interaction groups.

In between are those groups which acquire value to the
individual as points of reference in terms of values, beliefs,
and personal standards. The individual compares himself
with certain groups or notes the impression he is making on
them or in some way takes account of them. These groups
might be called "valuation groups", since their effect upon
the individual's behaviot is determined by the Nraluation
which his orientations place upon them."

There are few examples in the college environment of the identifi-

cation group in which specific role taking and simultaneous attitudinal

adaption occurs. Interaction groups are much less specifically defined

and vary in importance according to the value which the individual

attributes to these group9.

Previous studies have utilized a broad, general interpretation of

reference groups. The general student body, for example, can be a com-

parative reference group for individual students. Other studies have

depicted the desire to be accepted as the mechanism which leads to the

adoption of the values and perspectives of the reference group, as in

the following example.

"A fraternity or sorority to which you hope someday
to belong is a reference group for you if your attitudes
are In any way influenced by what you take to be its
norms.41

As a group, fraternities generally have different orientations

than n n-affiliates and other student groups, but substantial

40
-Ibid.

41
Newcomb, Social_ PsyChelogy, p. 226.



heterogeneity in orientation exists within most large groups. The

analysis ofreference groups in earlier student studies has concentrated

on the-relationship 7f group norms upon group members. I believe this .

group approach lacks specificity due to the heterogeneity of orientations

within the reference group, and the lack of knowledge regarding both the

reasoe motivating the respondent-referent group relationship and the type

of relationship between the,respondent and the reference-group.

This study focuses-on those individuals who serVe as a referent

figure for the respondent and upon whom the respondent has conferred

some degree of value and is sensitive to their evaluation of him. 'G. olip

identification and per eptions of group norms are intereating andsome-.

one else may wish to analyze the data for this purpose. I am interested

in the nature of the respondent- eferent figure relationship, focusing

upon the referent figure in terms of what the,referent figure represent,

to the respondent and the nature ,Of the respondent-referent figure rela-

tionship. By concentrating upon the individual level, I hope to attain

information regarding a) the reason motivating the respondent-referent

figure relationship, that is, what aspects of the relationshfp are

particularly meaningful for the respondent; and b) the type of relation-

ship between the respondent and the referent figure. In my own exper-

ience, and in discussion with other individuals particularly faculty

members, I am aware of certain "significant others" to wham each

attributes a high degree of his personal or professional development.

In this study, I have attempted to identify whe the referent figures

may be (student or faculty, including racial identity) the reason

for the relationship, and the Iype of respondeat-referent figure rela-

tionship as an attempt to Increase the specificity of research
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concerning the respondent-referent figure relationship. I have found

that the reason underlying the relationship is critical to what happens

in the relationship, I.e. the effect of the referent figure upon the

respondent, as perceived by the respondent. In Chapter 6 we will

there is evidence that the reagon underlying the respondent-referent

figure relationship may be different than the reason underlying the

responde t's relationship with his friends.



CHAPTER II

Methodology and Analytical Techniques

The Samickle andlData-C011ection

1. General_inforMation

This study involves four groups of students enrolled In the

University of Michigan's College of Literature, Science, and the Arts.

Two of the groups Involve both black and white students who are

receiving finanelal assistance in the form of an "Opportunity Award

Scholarship" and are titled 'Black Opportunity Award" and 'White

Opportunity Award." Two of the groups Involve black and white

students who are not recipients of the Opportunity Award Scholarships

but who may receive other f rms of financial assistance.

These latter groups are a random sampling of the non-Opportuni y

Award students and are referred to as the "Black (or White) Random

S ple."

The University of Michigan's Opportnity Award Program

involves admission, financial assistance, and supportive services for

primarily minority students. While their high school record and test

scores indicate Ule probability of success at the :University, an

element of academic risk was present at the time of admission among

the students in the Opportunity Award Program. The program has

been in operation since the academic year of 1964-1965 so that the

year of data gathering for this study, 1968=1969, represenLs the

fifth year of operations. A small group of white students (46)

rec Lying Opportunity Award Scholarships come fro.% social and economic

situations similar to the black students. The majority of these

forty-six students lived In the same general 1 cation and attended

17
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the same high schools as the Black Opportunity students.

Students included in the white and black random samples were chosen

in the following manner. The names of students included in the

white random sample were drawn from the student directory.

The names of students for the black randcm sample were selected

from a list of black students gathered by members of the Black

Student Union during r gistration in January, 1969. Since these

students represent a random sample of white and black students not

receiving Opportunity Award assistance, it is possible that some of

the students Included in the random sample are receiving financial

assistance (such as the Economic Opportunity Grants) and come from

similar economic and social backgrounds, but for whom no academic

risk was present In their admission to fhe University of Michigan.

Since the students were drawn at randam, there is no reason to

believe that the economic and social backgrounds of the random samples

do not accurately r present the undergraduate student body in the

College of Literature, Science, and the A ts, (LS&A). When they

could be identified, transfer and other studenta who did not enroll

continuously in LS6A from their freshman year to the present were

omitted from the study.

The final determination regarding race, Opportunity Award

recipient, and sex for purposes of analysis were made from responses

to Questionnaire Items. Respondents were placed into the four

categories as "a result of answering specific questions regarding

financial assistance, (CI.14a) and race (Q.79, 95-108) which were

to be answered by black students.only. The race of the respondent
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was then coded separately and included in the cards punched directly

f om the Questionnaire.

The lists which I used to draw the sample of Black Opportunity

and Black Random Sample students were somewhat imprecise.

The list of Opportunity Award recipients, furnished by the Office of

Special Projects, was the most complete in the University.

Nevertheless, seven more students than were initially selected

indicated receiving Opportunity Award assistance. A larger number

of respondents than were sampled was also experienced among the

black random sample freshmen women, with two more women responding

than the number supposedly sampled.

2. Row the sample w drswn

Because the method of drawing the sample was quite complicated,

the specific details of the selection process and response rates have

been placed in Appendix A. Racial identification was based on the

student's response to certain questions in the Questionnaire.

The following table summarizes the selection process and the

representative nature of the four groups of students. It Is important

to realize the percentage of the total group which each of the four

groups represented since inferences will be made for the entire

group of students. The following table provides this information.
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TABLE 1

The 'Representative Nature..of :the Four Groups
_ _ _ _

of Students n '_the'S.tOcly

Estimated Total Number
Available in Each Group..

Total N
Selected

Actual N
.RespOndents

Percentage
Return

Percentage
of Estimated
N Available

White Random Sample: ??? 73 64 88%

White Oppoltunity
Students: 46 46 40 87% 87%

Black Opportunity *
Students: 243 133 119 89% 49%

*
Black Random Sample: 84 76 71% 64%

Total: 328

_54

277 84%

More specific information regarding the determination
of these figures is available in Appendix A.

Four instruments were utilized in data collection:

The Questionnire on Student Experiences The Social _Reaction

Inventory, The Omnibus Personalit _Inventoa, and the interview

on student experiences. With the questionnaire battery requiring

two hours for completion, it was essential that students selected

in the sample be convinced of the necessity for such study and be

assured that the results of the study would be related to some

desirable end, such as improving the quality of educational experience

within the University. Students were assured their responses would

remain confidential and were informed they would receive five dollars

for their participation in this research.
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Letters were mailed t_ 353 students in the study explaining

the purpose of the research,how the sample was drawn, and indicating

that an approximately equal number of whites and blacks were being

asked to participate in the study. The letter stated that the

names of black students were compiled with the approval and assistance

of the Bleck Student Union and the Opportunity Award Program, and was

signed by Dr. William L. Cash, Jr. Assistant to the President and

Coordinator of the Human Relations Program, Dr. John Chew! ,Office of

Special Pro ects and William Fenstemacher, _tudy Director.

Samples of the initial and follow-up letters are located in Appendix B.

During the first week of data collection, students could complete

the questionnaire in a room reserved for this purpose. A return postal

card was enclosed in the letter on which the student could indicate

the day and time which was most convenient to him. This gave me an

indication of the number of people who would be coming on any given

day and served as a commitment on the student's part to follow through

and complete the quesUonnaire. One hundred and thirty-one (131)

students completed the three questionnaires during the six sessions,

37% of the initial sample of 353 and 40% of the actual total of

288 completing the questionnaires. There was no difference in the

percentage of black and white students completing the battery of

questionnaires. A follow-up letter was mailed to those students

who did not attend any of the sessiens indicating they could complete

the questionnaire at home and return it to me using the Academic

Counseling Office in the largest classroom building as a convenient

location for return of the questionnaires. I recognized the risk of

40
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loss of the questionnaire and Omnibus Personality Inventory,

and possibility of respondents discussing the questionnaire

with other students, but such control was not possible.

During the following two m nths, approximately two hundred additional

questionnaires were distributed for a total distribution of 322,

and an effective return of 288 (89%). The thirty-one students not

contacted (353-322=31) were either not enrolled dur ng the time of

data collection (February through April, 1969) or could not be located.

One student wrote a letter stating his refusal to complete the

questionnaire.

Respondents were selected for interviews by a random sampling

of the Opportunity Student lists prior to distributing the

questionnaires. When a student selected for an interview returned

the completed questionnaires, he was given a personally addressed

letter thanking him for completing the questionnaires and inviting

his participation in the interview, stating the purpose and type of

questions in the interview. A five dollar check was enclosed, so that

the respondent's decision to participate in the interview was entirely

voluntary. Fifty-four (54) blacks and thirty (30) whites were invited

to participate In the interviews. One student refused and five were

not available to be interviewed so the number of Intervie s completed

was 48 blaclu3 and 30 whites. The names of students participating in-

the interviews were given to the Interviewers who arranged a time

c nvenient with the student.

41



Five black advanced graduate students In clinical and social

psychology and In social work who are trained in interviewing

techniques and employed by the Survey Research Center for the

Institute for Social Research performed college experience Inte-views

with black undergraduate students. I interviewed the thirty-one

white students. The Interviews were divided among the five black

Interviewers so that no interviewer was previously acquainted with

the respondent and to the extent that it was possible interviews

involved individuals of the same sex. Interviews were held in a

location convenient for the respondent, often the lounge or room of

the student's apartment or dormitory. The interview (described on

p. 26) consisting of sixty-seven questions, required approximately

ninety minutes to complete and was recorded on tape. (See Appendix C

for complete int rview). Tape recordings were used rather than the

standard technique of the interviewer recording brief comments in

order that I would be able to understand the full meaning of the

response, due t: the complexity and sensitive nature of the issues.

The initial objective was to interview an equal number (50) of

black and white Opportunity students evenly distributed by sex

and years.of enrollment. Forty-eight interviews of black students

were completed, but, due to the smaller than anticipated number of

white Opportunity students, thirty of the effective total of forty-

five were interviewed. :There was little, if any, resistance to

participating Lathe Interview apparently due to the satisfactory

response elicited by the questiohn4Are'on Studerit:Expetiences.

42
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Students indicated the Que-tionnaire challenged them to think .

about their educational experience and several stated that more

specific questions concerning supportive services needed to be

asked and were not Included in the Questionnaire. (These questions

were incorporated in the interview). Some students felt that the

interview was too long, but the majority of students felt the

questionnaire and interview were challenging and stated that "they

learned so-ething about themselves in answering the questions;

there were questions I never thought about before."

Instruments

Four instruments were utilized in data collectio The Ques-

tionnaire on Student Eperiencea;The_ Social ReactiOn Inventory;

The Omnibus Personality Inventory, and an interview on student

experiences. Examples of these instruments are placed in Appendix C.

1. Questionnaire on Student Experiences

The Questionnaire on Student Experiences combines original

questions with items used by three other researchers in the area of

student development. A large number of questions reg r ing significant

educational experiences, and the importance and characteristics of

peers as influence agents in both the Questionnaire and interview

were drawn from the Michigan Student Study, an intensive longitudinal

study of student development at the University of Michigan from 1962

through 1967 which is co-directed by Drs. Gerald GUrin and Theodore M.

Newcomb. They have directed research on student development in college

as outcomes of their initial characteristics and college experiences.

43
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Student characteristics at the end of the college years -iewed both

as outcomes or final states, and as changes from initial states on

entrance, were analyzed in terms of their relation both to individuals

characteristics on entrance and to their within-college experiences,

in order to answer significant questions about developmental processs

in the university environment. I devised questions related to family

educational exp ctationso referent figures, race relations and black

identity questions. I was assisted in formulating the latter questions

by Mr. Arthur Mathis a black graduate student in psychology at the

University. Questions concerning motivation for grades and difficulities

in attaining the attempted grade level were taken from questionnaires

devised by Dr. Donald R. Brown of the Center for Research ou Learning

and Teaching at the University of Michigan.

The Social Reaction Inventory

The Social Reaction Inventory is a 58 item questionnaire devised

by Gerald and Patricia Gurin which includes the Rotter Internal-Exter-

nal Scale in addition to a number of measures on racial ideology, the

degree of control over one's future, and racial militancy. The Inven-

tory has been used in testing the tendency to blame the system for prob-

lems of blacks and the acceptance of traditional middle class values.

Eight indices were formed and these were used in this study in the in-

terpretation of _eferent figures. A more comprehensive discussion of the
9-7.

Gurins' research in internal-external control is found in their article,

""Internal-External Control in the Motivational Dynamics of Negro Youth.-1

1Patricia Gurin, et al. "Internal-External-Control-in-the
Motivational Dynamics of Negro Youth," JOUrrial-OfiSecial Issues,
XXV (Summer, 1969), pp. 29-53.

44
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The Oz,ibUs personality Inventory

The Personality (OPI) was developed by

the Berkeley Center for the Study of Higher Education in their

studies of student development during the college years. The OPI

was constructed to assess selected attitudes, values, A interests,

chiefly relevant in the areas of normal -go-functioning and

intellectual activity. Almost all dimensions included in the Inventory

were chosen either for their particular relevance to academic activity

or for their general importance in understanding and differ ntiating

among students in an educational context. 2

T1te-10PIForm F contains 385 statements designed to measure the

differences among college students with regard to their attitudes,

opinions, and feelings on a variety of subjects. Each item belongs

to one or more of the fourteen scales which constitute the Inventory.

Interview on Student EXperiences

The interview is divided into three sections covering

student growth and development during the years at Michigan, including

peer and refe ent figure information; (2) student use and experience

of supportive academic -ervices provided by the University; and

(3) racial attitudec.r. Questions on studeat growth and development

satisfactions, and dissatisfactions within a broad range of educational

and personal-experiences, were drawn largely from the previously

mentioned Michigan Student Study. The interview provided the oppor-

2Paul Heist aad George Younge, Omnibus Personalit Inventory,
Form Manual, (NIWW York: The Psychological Corporation, 1968), p. 1
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ity to ask specific information regarding referent figures and to

compare the referent figures with. o peers. Questions on

supportive academic services within the University are relevant to

University concerns regarding the effectiveness of these services.

The last section of the interview involved questi n_ _f what it

means to be black at the University, d in a broader context, what

it means to be black in this society. White students were asked

what experiences black students might have at the University.

C. Analysis_ of_the Data

1. Statistical nalysis---

The particular techniqees of data analysis utilized in this

study varied according to the specificity and nature of the hypotheses

and questions being explored. Where hypotheses between two variables

not involving int raction effects are specified (e.g. , those-relating

reference group characteristics to each other, and those relating

reference groups to membe attitudes) simple tests of association

between variables were used. Techniques of factor analysis were

used for index construction and F-tests, t-tests, and chi-square

for tests of relationships. I have utiliv,cd the two-tail test in

determining significance levels and will indicate if significance

exists at the 0.10 level or less.

After transferring data from cards to tape, _he fil-st step in

analysis involved a blvariate analysis (frequency and percentage

distribution) of the 994 variables, broken ddwn by an index combining

race, opportunity award, and sex va,:iables. The index provided eight

categories, men and women in each of the following four groups;
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white opportunity students; white random sample black opportunity

students; black random sample. This analysis provided information

regarding the responses of the four basic groups of students;

including sex differences. Techniques of multiple correlation and

factor analysis were utilized to construct indices such as the five

orientations (Instrumental, intellectual, social, academic, political)

and other highly related variables for further analysis.

Virtually the entire analysis involved multiple correlation

and filter means a procedure very similar to one-way analysis of

variance.

The fourteen scale values of the Omnibus Personality Inventory

were computed in standard fashion and tests of association were run

against both the four basic groups and the eight groups (i.e., the

four groups with sex differentiation). Chi-square and t-test

statistics %.)te provided. (Please refer to Appendices D and E

for data and discussion).

Errors in measurement can be broadly grouped into two categories:

"constant" errors which systematically bias the results and "random"

errors due to transient or non-systematic err 3
Validity is

defined as "the extent to which differences in scores on the

measuring instrument reflect true differences among individuals,

groups or situations in the characteristic which it seeks to

measure... , rather than the constant or random errors." 4

3
Selltiz, C., et al., Research Methods in Social Relat ons,

(New YOrk: Holt, Rinehart and Winston Co. , 1964),p. 154.

p, 155.

4 7
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Validity is thus lowered by both categories of error.

Campbell and Stanley recently provided a useful classification of

validity !--to factors affecting Internal validity (the above

definition) and those affecting the external validity or generaliza-

bility of the results. The factors affecting internal validity are

5the following:

1. History, the specific events occuring between
the first and second measurements.

2. Maturation, processes within the respondent
operating as a function of the passage of time
per se, not specific to the particular events.

3. Testing, the effects of taking a t st upon the
scores of a second testing.

Instrum ntation, in which changes in the
calibration of a measuring instrument or
changes in the observers or scorers used
may produce changes in the obtained measure-
ments.

Ex

5. Statistical re ression, operating where groups
have been selected on the basic of their extreme
scores.

6. Biases resulting in differential selection of
respondents for the comparison groups.

erimentalrnorta1iy or differential loss
of respondents from the comparison groups.

Selection-maturation interaction which in
multiple-group quasi-experimental designs
might be mistaken for the effect of the
experimental variable.

5
Donald T, .Campbell and Julian C. Stanley, Experimental and

Colesi-Experimental'Desi s for Research, (Chicago: Rand McNally,
1969), 9. 5.
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Since this study involves only one testing of each respondent,

the effects of "history," "testing," "statistical regression, _d

"experimental mortality" have no bea ing on the validity of this

study.

"Maturation" is always a problem in natural setting studies

of individuals or groups. While it is very likely that seniors

may respond differently than f eshman to cert-in questions,

maturation becomes a problem only If the comparison groups differ

in class distributions, and they dl.d not. (See discussion in Chapter

3, p. 53 , and Tables 106 - 107 in Appendix 0).

A discussion of "instrum.ntation effect ' Is not relevant since

factors affecting instrumentation in the questionnaire were not

present. A systematic bias other than respondent or scoring error

should not have influenced the results. The wording of the question--

naire was designed to prevent respondent biases.

Biases in "selection" were not apparent since students were

selected randomly within-subgroupings--Of race and type ok

assistance. The sample of white opportunity students represents

virtually the total effective sample. The randomness of the black

random sample Is deper.dent upon the extent to which the list used to

draw the sample was complete. Since no ra-lial identification of

students exists other than the lists utilized, and since the total

number of black students identified on the Opportunity and non

Opportunity (Black Student Union) lists approximated the'total number

of blacks reported six months earlier in a compliance report for the
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federal government, the sampling black students was based on the

most complete info (nation available.

There is no question concerning the representative nature of

the black Opportunity students since the sample (N=119) represents

49% of the total number available, and there is an approximately

equal distribution by sex (58 men, 61 women) and class (32 freshmen,

31 sophomores, 29 juniors, and 27 seniors). While the sample of

Uhite Opportunity students represents virtually the entire effective

sample, thirty two (32) of the forty students were fre hmen and sopho-

mores so that the results of this group cannot be generalized to a

group with different class characteristics. To the extent that the

characteristics of the four major groups are comparable by sex, class,

and numbers to other groups in similar university settings, the results

of this study are generalizable. Negative effects on validity due to

the "selection-maturation interaction" should be negligfble.

2. Validit

The validity of an instrument depends upon accepting the items

as constituent parts of the variable being measured. This is a matter

of consistency between definition of the variable at tiv_ conceptual

stage and the operational design of the Instrument. In devising the

questionnaire, I included material from existing instruments such as

6
the Michig4n Student Study'College Experience Quescionnare,-

6
-- -Theodore-M.-Newcomb-and-Gerald Gurin, The Michigan'Student
StuAy'C011ege'ExperienCe:QUOStionnaire (Ann Arbor, Tnntitute
for Social Research, Survey ReseatCh-Center, 1962).
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the Social Reaction inventory, 7
The_ Omnibus Personality Inventorv, 8

and the Univers1y of'Michi aft Class of 1970 OUestionnaire, 9

which have been proven valid and reliable. To an extent, this is

an exploratory study in the area of referent figures and race

relations. When proven measures were not available or relevant to

this study, questions were constructed and it is with these newly

devised measures that 7alidity and reliability is an issue. This study

provides the opportunity to test the construct validity and reliability

of these new measures.

Since existing measures were incorporated into the Questionnal

the problem f reliability Is reduced to the newly devised measures.

The reliability of the instruments is defined as "how much of the

variation In scores among individuals during repeated measurements

is due to inconsistencies in measurement ( andom error' 10

Reliability ts typically determined by one or two methods: the

stability" of the results which an instrument produces in measuring

given individual on repee.ted occasions, or the "equivalence" of

7
Patricia Gurin, Social Reaction Inventory, (Ann Arbor, Mich:

Institute for Social Research, Survey Research Center, 1964).

8
Paul Heist and George Younga, Omnibus Personality Inventory.

9 -

Donald.R. Brown, 'University of Michigan Class of 1970
Questionnaire, (Ann Arbor, Mich: Center for Research on Learning
and Teaching, 1966).

10
Selltiz, et al, p. 166.



different investigators measuring the same individual with the s_ le

11
instrument at the slle ttme, yielding consistent results.

A factor affecting reliability is that this study occurs at a

certain time in the student's educational experience so that his

perceptions at the time of testing may not be consistent with testing

performed at another time.

ummary

The methodology and analytical techniques described in this

chapter made possible to collect the data and to analyze it in

an appropriate manner in order to confirm, deny, or gain insights

into the educational experience of students discussed in Chapter 1.

11
Ibid., rt 172.



CRAPTER III

'Preliminary Analysis and ForMation _f Orientations

A. Analysis: _ Determine the Significance_of Racial rd_fferences

Before turning to the analysis which focuses on the black

Opportunity student and as a background for further analysts, it may

be helpful to look at the analysis _f :racial differences.

Analysis of the questionnaire and Omnibus Per8onality Inventory

indicated that ra-Ial differences were not of sufficient magnitude

to justify basing the analysis on racial distinctions. With the

exception of Items involving race relations, in which white students

,accept blacks to a greater degree than blacks accept whites, which

will be discussed In Chapter 5, there were no significant racial

differences in the responses to questions on meaningful experiences,

person,li and academic proble and selection of peers or rrferent

f14vres to vtilfte racial comparisons as the basis for further analysis

in the study,

It has become popular to think that the black student has

-ignific;antly different orientations to a college education,

experiences a different set of problems and is quite different from

the typical white student. According to the analysis of the data,

there are some differences in the problems which black and white

students experience, but these are largely related to social and

economic factors and not to race alone. The black and white

Opportunity students who came from similar social and economic

baalcgrounds ara more likely to experience common problems when compared

with the black and white random sample students. A discussion'of the

data concerning these issues is presented in Chapter 5.
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This distinction of social and economic factors is more

apparent in analysis of the OPI than the Questionnaire because the

OPI was developed with elitist distinctions specifically in mind.

"The development of intellectual vs. non-intellectual values and

interests...was channeled by what were assu ed to be the maj'Nr modes

or correlates of academic activity."
1

Analysis of the OPI by the

t o variables of "Opportunity Award recipient," which is a rough

socio-economic measure, and race, indicated that there were a

greater number of distinctions among the fourteen scales when the

socio-economic factor of Opportunity Award recipient was used than

by racial comparisons. There were statistical differences at the

.05 level or greater in nine of the fourteen scales when analyL,ed by

the Opportunity Award variable, three of them in the Intellectual-

Theoretical Scalea, while racial distinctions were significant in six

of the fourteen scales, two of which involved the intellectual-

theoretical interest scales. Sex and class distinctions are not

gful in determining the basic analysis of the study and will not

be discussed. Results of the fourteen scales of the OPI analyzed by

variables of race, recipient of an Opportunity Award, sex, and class,

(eight groups) are presented in Appendix D. Results of these scales

analyzed by the . four basic groups of students in the study (white

d black Opportunity Award students, white and black random sample)

with sex differenca, making eight groups, are presented in Appendix E.

1
Paul eist and George Yonge, Omnibus _Pe_onal7ftv Inventory, p. 2.

4
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To summarize the findings, thus far, a preliminary analysis

of the questionnaire and the OPI did not reveal differences in the

responses of white and black students to be of sufficient magnitude

t- warrant controlling analysis on the race of the respondent.

The one exception involves the responses to questions concerning

race relations in which white students accept blacks to a greater

degree than blacks accept whites. The race relations area is

discus-ed in detail in Chapter Five. More significant differences

In the responses were evident when analysis involved a socio-

economic variable such as receiving an Opportunity Award Scholarship.

Undue emphafAs on rEicial differences without consideration of social

and economic factors which contribute to such differences is not

justified.

Focus of Study

The major focus of this study involves the development of

orientations toward the educational experience and the importance

which black students place on certain goals qualities, and experiences

which might be attained as a result of being in college. I

interested in the background factors related to the formation of these

orientations and the relationship of these orientations to the

following: (1) the perceived atmosphe of the University; (2) the

types of problems experienc d; (3) the variety of educational

and personal experience wLich students identify as particularly

meaningful; and (4) the selection of peers and referent figures.

Five orientations have been identified (instrumental, intellectual,

social, academic and political) and will be discussed in detail in
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following pages. Two of these five orientations, the instrumental

and intellectual orientations, are conceptually divergent and were

negatively related on more items than any other orientation.

(Data presented on p. 50 ) Since students of these two

orientations responded differently to a large number of questions,

this study focuses on the responses of black students with

instrumental-vocational and intellectual orientations. Students with

instrumental orientations are likely to evaluate ideas on the basis

of their practical, Immediate application and place importance on

occupational preparation in the college experiences. They feel that

occupational preparation is instrumental in raising their social

or economic status and that college provides a means to a better job

and concomitant h-gher standard of living. On the other hand, students

with an intellectual orientation express interests in a broad range of

conceptual and artistic activities, are tolerant of ambiguties, and

desire new situations such as meeting different types of people and

discussing divergent points of view.

Other researchers (Clark and.Trow _bickering Wallace

have identified similar orientations or groups of students,

"Instrumental and Intellectual" terminology describe two

conceptually different orientations of students common in the research

literature. This study recognizes the usual value approach to

Instrumental and intellectual orientations and questions this value

, ;7- tatiom. In much of vhe previous literature, the "instru ental-

vocational" and "intellectual" students have been compared fro- an



elitist viewpoil with a favorable bias expressed toward those

students with an intellectual orientation. Throughout this study,

these terms are used without any intention of assigning values to

them. Two comments concerning the use of this terminology are

appropriate. First, researchers frequently assume that the domina t

trend in a college environment is the intelle-tual orientation.

While the extent to which the intellectual orientation Is accepted as

a norm varies wtth institution, instrumentally oriented students have4-
been.enrolling in institutions of higher education for a long time

and this trend is very likely to continue. The challenge- to the

faculty, then, is how to teach and encourage the instrumentally

oriented student that conceptual-intellectual pursuits can also be

c allenging and rewarding.

Secondly, the elitist bias against an instrumental orientation

can be viewed from a different perspectiv-. A practical orientation

Is not necessarily viewed negatively in an age demanding relevance.

Consider, for example, the effect of inte-JiangIng "Instrumental"

with a More positive term. such as "relevant" or "life-relevant"

orientation. The current tendency for students to question the

relevancy of their education, particularly education related to the

needs of the black population, Is an example of the life-relevant

orientation. In comparison with the intellectually oriented students,

the students with Instrumental or "life-relevant" o ientations feel

stronger ties with the black community, and express greater

interest in returning to the black community in a leadership or

service capacity.
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The intelle tually ori nted bl_cks as a group, are less involved in

black identity issues. Just as concern may be expressed for the

instrumental students in an intellectual setting, one may express

similar concern for the intellectually oriented student's involvement

In black issues. I considered using the "relevance orientation"

terminology in place of the "instrumental' terminology to stress the

need for value neutrality In discussing the processes by which these

orientations are formed and the educational experiences of these

students. I have decided to use the traditiorial vocationally-related

definition of instrumental orientation in this study. Black identity

and the concern that academic study be "relevant" to the needs of the

black community are relatively recent issues so that use of traditional

definitions of instrumental and intellectual are more beneficial to

this study.

C. Formation of Orientations

.After determining that the racial differences in the rsnonses

to questions on academic experiences, personal and academic problems,

and the selection of peers and referent figures were not of sufficient

magnitude to warrant controlling analysis on race, my next task was

to determine in what ways regardless of race, re pondents were

different from one another. I turned to two questions which provided

information regarding the interests and types of experiences which

were important to the respondent. One question in the CN,maire

(Q. 43) included eleven items involving different int r sts, tastes,

and values and asked each respondent to indicate how he felt about

each of the areas listed, rating them from of great importance" to
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"of no importance." Question 50 identified twenty statements describing

goals, qualities, and experiences which might be attained as a result

of being in college and asked the respondent to rate the items in terms

of relative importance to him. Each of these two questions was

f ctor analyzed; following the factor loadings, related Items wc.re

combined to form ten (10) new variables. These in turn were inter-

correlated, and combined to form four (4) indices. A diagram of the

construction of these four indices is indicated below.

Questionnaire

Q. 43

11 items

and

Q. 50

20 Items

Step One

Factor Analysis

Resulted in the
formation of
four variables

'Resulted in the
formation of
six variables

Correlation and
factor analysis of
the ten variables
from Step One
resulted in the
formation of
four indices from
the original two
questions.

(See Tables 99-104
in Appendix F.
Correlation and
Factor Analysis,
Inter-relationship
of variables for
black students and
total sample)
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The items rated as important in the formatIon of these four

indices or orientations are presented below.

Instrumental-Occunational Orientati n (to the college experience

Students with an instru e tal orientation rated the

following objectives very important. (Question 50 in

Questionnaire).

1. "Deciding upon an occupation"
2. "Doing as well academically as I can"
3. "Becoming well prepared for my future occupation"
4. "Raising my social or economic status"

Social OT entation (to the college experience)

Students with a social (dating) orientation placed

importance on the following items.

1. "Interest in the kind of clothes that one wears;
how one talks and behaves when he is with oth"
(Question 43 In Questionnaire)

2. "Interest in dating and social 11 e"
(Question 43 in gas2II2anzalX2)

"Having a good time participating in collegiate
social-life" (Question 50)

4. "Being friendly with a large number of people"
(Question 50)

5. "Finding a suitable husband or wif
(Question 50)

Academic Orientation (to the college experience)

Students with an academic orientation rated the following

objectives very important.

1 "Interest in studying; taking the course work
seriously" (Question 43 of Questionnaire)

2. "Becoming intensely interested in some intellectual
pursuit" (Question 50 of uestionnaire)

b0
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Politi al Ori ion (to the college experien e)

Students with a political orientation placed importance

on the folio tug items.

1. "Interest in student organizations and activities
here at Michigan; campus issues and politics."
(Question 43)

2. "Interest In the contemporary political scene;
national and International affairs; current events."
(Question 43)

"Participating in activities aimed at correcting
social injustices." (Question 50)

4. "Developing a close, apprentice-like relationship
with a faculty member who Is highly respected in
his professional field." (Question 50)

"Becoming a leader in student activities.
(Question 50)

It is evident that the political orientation involves Ite_s

which describe a political orientation within the framework of the

existing system rather than extreme groups operating outside the

existing system.

The process of computing a score for each respondent on each

of the above four orientations was performed in the following manner.

A summation of the range of each item comprising each orientation

provided a range for the orientation. In forming the orientations,

the range of each it m in the questionnaire was transposed to a base

of zero so that the above four orientations all have a base of zero.

Vsing the Instrume tal-Occupational Orientation as an example the

range -f each.item before and after transposition is indicated below.
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Item

"Deciding upon an occupation"

"Doing as well academically
as I can"

"Becoming well prepared for
my future occupation"

"Raising my social or
economic status"

Range When
Actual Range Transposed to

(in Q0estionnaire) Base of Zero

5-4-3-2-1

5-4-3-2-1

5-4-3-2-1

5-4-3-2-1

4-3-2-1-0

4-3-2-1-0

4-3-2-1-0

4-3-2-1-0

Range of Instrumental-Occupational Orientation: 0-16

0: Low Instrumental-Occupational Orientation

16: High Instrumental-Occupational Orientation

The range of the other three orientations are:

Social Orientation: 0-17; 0 = low; 17 = high

Academic Orientation: 0-7; 0 = low; 7 = high

Political Orientation: 0-18; 0 = low; 18 = high

The fifth orientation is an "Intellectual-Esthetic Orientation"

formed by the combination of three scales of the Omnibus Personality

lay_eLLyty_ (OPI) which were highly interr lated: Thinking Introversion,

Estheticism, and Complexity. Brief definitions of the three scales

used in the formation of the "Intellectual-Esthetic Orientation" are

presented below, along with the letter symbols (in parentheses) and

the number of items in each scale.

,62
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1. Thinking introversion (TI)---43 items:
Personz scoring high on thip measure are characterized
by a liking for reflective thought and academic
activities. They express interests in a broad range
of Ideas found in a variety of areas, such as litera-
ture, art, and philosophy. Their thinking is less
dominated by immediate conditions and situations, or
by commonly accepted ideas, than tha.": of thinking
extroverts (low scorers). Most extroverts show a
preference for overt action and tend to evaluate
ideas on the basis of their practical, immediate
application, or to entirely reject or avoid dealing
with ideas and abstractions.

2. Estheticism (Es)---24 items: High scorers
endorse statements indicating diverse interests in
artistic matters and activities and a high level of
sensitivity and response to enthetic stimulation.
The content of the statements in this scale extends
beyond painting, sculpture, and music, and includes
Interests in literature and dramatics.

3. Complexity (Co)---32 items: .This measure
reflects an experimental and flexible orientation
rather than a fixed way of viawing and organizing
phenomena. High scorers are tolerant of ambiguities
and uncertainties; they are fond of novel situations
and ideas. Most persons high on this dimension
prefer to deal with complexity, as opposed to sim-
plicity, and very high scorers are disposed to seek
out and to enjoy diversity and ambiguity. 2

2Paul Heist and Gedrge Yonge, Omnibus Pers n lity Inventory
Manual. p.4.

6 3
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The measured characteristic is generally defined in terms
Art

of a description of high scores; the logical opposite of this

description would, in most cases, characterize low scores.

The point at which any scora may be defined as a high score is

relative. The OPI Manual states that "standard sceres of 60

(84th percentile) or above are interpreted as sufficiently high

for the essence of the respective definition to apply; per3ans

whose scores fall above a standard score of 70 are seen as very

3appropriately characterized by the definition."

A summation of each respondent's score on the-three OPI

scales provided a total score for the "Intellectual Esthetic

Orientation" which ranged from 19 to 92. The total range for each

of the four groups of students in the study (black opportunity,

white ra_lom sampl etc.) was divided into thirds, indicating the

highest, middle and lowest third of the scores on the Intellectual-

Esthetic Orientation and the other four orientations (Instru ental,

Academic, Secial, Political.) Tables 2 snd 3 which follow compare the

raw scores of the four groups of students on the Instrumental and

Intellectu l Orientations. The total N for the Intellectual Orientation

Is 253, twenty-four fewer than the total number of students in

the study (277). Twenty-four students did not complete the

3_
The norms o.7. the OPI are presented as standard scores

having a mean of 50 and a standard deviation of 10.

01,4,Ar, 10
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It Is very important that this table not be misinterpreted

by comparing the ranges of any of the four groups, such as

comparing the ranges of the black Opportunity students with the

white random sample. The above table is a summation of the scores

on. .the tirae highly Intercorrelated OPI scales, and they can be used

only as a rough guide for further analysis to determine If there

are curvilinear trends in the responses of students high or low on

a given orientation to other questions, and to determtne in what ways

students who score as high or low on an orientation differ la their

resp nses to other questions. Because the -otal N within each

group is relatively small, the differences In the ranges between

groups of students Is not very -ig ificant. I refer the reader to

Appendix D---in which the scores of each grouP of students on all

fourteen OPI scales is given and significant differences indicated.

These five orientations became the focus of the study with

regard to the importance which students place _n certain goals,

qualities, and experiences which might be attained as a result of

being in college. These five orientations vary among all students

In the study.regardless of race or socio-economic factors.

The crucial issue is wnether these orientations differ significantly

within the four gr ups- f students--the white and black-random sample

and disadvantaged groups. If significant differences exist, then

cne can focus on background, socialization, friendship, and reference

group factors to partially explain these differences.
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Interrelation-Separateness _f the Orientations--
Having discussed the formation of the live orientations,

it i- time t- turn to the degree of interrelation and/or

separateness of these five orientations. With the exception of

the twenty-four students who did not complete the Omnibus

Personality ,Inventory, and a very small number of respondents

who may not have completed questions used in the construction of

the orientations, each respondent can be scored on each of the five

orientations. Consequently, the respondents cannot be accurately

described by one orientation such as "completely instrumental."

The respondents tended to score higher in one or tWo orientations

and lower in other orientations so it is possible to discuss the

responses of high or low scorers in an orientation. The range of

scores in each orientation was divided into thirds to represent

the high, middle, or low scorers within each orientation.

The means, standard deviations, and intercorrelation of the

five orientations among the black Opportunity students and the

total sample are given in the following tables. See Tables 103 and

104 In App ndix F for similar tables for the black and white

random sample.
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TABLE

Means and_ Standard Deviations of Orientations
for Black Opportunity Students and for TotAl $a le

Range of Op ortunity
Orienta ion Orientation N Mean S.D.

Instrumental-
Occupational 00-16 118 11.63 3.10

Intellectual 19-92 110 55.42 13.29

'Social 00-17 112 9.22 3.18

Academic 0-7 113 4.41 1.50

Political 00L18 112 8.54 2.96

TABLE 5

Total Samp1e
Mean S.D.

274 10.78 3.31

253 58.39 14.48

265 8.99 3.43

270 4.68 1.45

267 8.31 3.28

elation Matrix of Orientati
For Black Opportunity Students

Instrumental -
Occupational Intellectual Social Academic

**
Intellectual -0.28

**
Social 0.52 -0.19

**
Academic 0.34 -0.08 0.07

**
Political 0.15 0.20 0.05 0.26

**

69
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TAI3LE 6

'Cdttelation Matrix of -OrientatiOns
FOr TOtal'SaMtile

Instrumental-
Occupational . Intellectual Social Academic

Intellectual **-0.37
** * *0.43 -0.21
**Academic 0.27 0.02 0.04

:** ** **
Political 0.23 0.19 0.18 0.18

.05

4.01



I wish to point out the interrelationship between the

orientations, particularly the interrelationship between the

Instrumental, social, and a ademic orientations, and the negative

relationship between the instrumental and social --ientations,

and an intellectual orientation. There is a high correlation

(0.43) between.inst umental and social orientations and between

instrumental and academic orientations (0 27) both significant

at les6. than the .01 level. There is a negative correlation

between students of intellectual orientations and students of

instrumental (-0.37) and social (-0.21) orientations, significant
=C. =

at less _than the .01 level. A political orientation Is positively

correlated to both intellectual (0.19) and academic (0.18)

orientations at less than the .01 level. There are slight differences

in the degree of correlation between the black .Opportunity students

and the total sample but these differences are not Important.

You will notice that negative correlations occur only with

the intellectual orientati-n and that the highest negative

correlation exists between the instrumental and intellectual

orientations. There are substantial conceptual differences between

the instrumental-occupational and intellectual orientations which

is indicated by the negative co--elation.. Subsequent aralys1s _f the

data using orientations as independent variables and questionnaire items

as dependent variables indicates more differential findings for the

Instrumental and intellectual orientations than for any other orienta-

tions which follows from the conceptual differences between these

two orientations. I have used this conceptual difference between
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the instrumental and intellectual orientations as the fulcrum for the

study and have focused on these two orientations for the major analysis

of the study and omitted thr, other three orientations (the social,

academic, and politic 1) in this study. The major conceptual and

statistical significance lies in the comparison of students with

instrumental and intellectual orientations.

As a final test of variability within orientations, each orien-

tation was analyzed for differences attributable to sex or year in

school. There were no significant sex differences within four orien-

tations, while men Opportunity students were significantl, higher in

political orientation than the women Opportunity students. Class

differences were significant in three of the five orientations, but

no discernable trend existed which would warrant controlling for

year in school. These results are available in Tables 105 - 107

Appendix C.



GRAFTER IV

FamilrB4c1c,grounds Leading to the Development of
_Instrumental and Intellectual Orientations

A. Parental Supportiveness for Education

Given that.students hold different orientations and have

different objectives in attaining a college education, are there

differences in parental supp rtiveness for education which students

1-ave experienced? If parental upportiveness to attend college does

vary, such differences provide a means of underst nding the home

environment and emotional support to attend college.

1. iveness

A. series of questions focused on the student's perception of

the frequency with which his parents were Involved In educati nal

activities during the formative year3 of elementary school and the

importance which the parents placed on the respondent having a

college education. Eveu in the early years of elementary school

there are significant differences in the breadta of interest and

the degree of personal involvement by parents of students with

intellectual and instrumental orientations. Among students with

intellectual orientations, both parents and particularly the fath

were perc ived as exhibiting broader intellectual Interest in the

child's experiences during the elementary years and taking a more

active, personal involvement in educationally related activities

than the parents students with instrume-_tal orients Ions.

Father- showed a real interest in what their childrn were learning

in school; attended programs the students put on at school, and both

parents read t- their children. Students of Instrumental orientations
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stated that both parents oft=n discussed future educational

possibilities with them, but were less likely to be involved with

school related functions, There is a difference in responses among

the instrumental and intellectually oriented students to the question

Involving the extent to which the "mother or father read to me a

child. The instrumentally oriented students were more likely (at

the .10 level) to respond that their mothers did not read to t;.em

as childre (there was no correlation for the father), whereas

both the mother and father of the Intellectually oriente:td students

did Lead to them as children.
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TABLE

Correlation Matrix Relating_ Parental Activities
purin_g Elementar Schoo1 to Instrumental and
Intellectual Orientations Among_ Black Opportunity
Students

Instrumental Intellectual
Activity Orientation

Showed a real Interest in
what I was learning in school

Attended programs the
students put on at school

Read to me

Talked with me about
future educational
possibilities

Father

Orientation

Mother Father Mother
Did This Did This Did This Did This

***
0.01 0.01 0.24 0.02

N=114 N=118 N=114 N-118

**
-0.03 -0.05 0.21 0.09

N=113 N 118 N=113 N=118

* *
-0.06 -0.15 0.16 0.17

N-114 N=118 N=114 N=118

** **
0.19 0.23 0.14 0.11

N=114 N=118 N=114 N=118

Posit ve correlation; always or often did this

Negative correlation; seldom or never did this

1C.10 level

** = 4.05 level

* * * = 6.01 level
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2.Influence to Attend_College

Two questions designed to assess the importance and influence

of the parents in the decision to attend college were the following.

'What part would you say that your parents played in your decision

to come to college?' with responses ranging from "It largely at

his (her) insistence that I am here"'through Was really -gainst my

dec sion to go to college. The second question concerned the

importance to the mother and father that the respondent get a college

education with responses ranging from "my getting a college education

was the most important thing to him (her)" to "He (she) didn't see the

need for it." Among the entire sample of black Opportunity students,

54% of the fathers and 75% of the mothers played a critical and

supportive, encouraging role in the decision. Studets felt that

their getting a college education was the most important thing to

35% of their fathers and 48% of their mothers. When the top two

categories of this question are combined, the broad support foi the

student's attaining college education is apparent at least as

perceived by the _tudents. Ninety-seven percent (97%) of the students

perceived their mothers as taeling that Igy getting a college

educatio_ was the most important, r pretty important) thing to her!'

Similarly, eighty percent (80%) of the students perceived their

fathers as feeling that the res ndent's college-education was most

or pretty import--t to him.

Seventeen percent of the stulents rated their fathers as either

"I don't know how he felt about colle el oehe didn't d--e one way or

the Other," which rerresents the approximate percentage of situations

7 b
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in which the father was absent due to divorce, separation, or death.

It is Interesting that no student reported that his mother or

father was really against by decision te go to college" although

3% of the stucients reported their fathers "didn't see the need" to

attend college; none indicated this response for his mother.

Analysis by orientations among the black Opportunity students of

the questions concerning parental influence to attend college resulted

in some interesting distinctions between the students of instrumental

and Intellectual orientations. Responses to the question which rated

the importance to the father and mother that the respondent get a

college education (Question 25 of the Questionnaire), indicated that

mothers of instrumentally oriented students placed greater importance

on their son or daughter getting a college education than the mothers

of Intellectually oriented students. This finding for the instrumentally
_

oriented student is significant at the .05 level. While the mothers of

the intellectually oriented student- generally felt it was importaAt for

their son or daughter to get a college education, th mothers of the

instrumentally oriented students placed even greater importance on attend-

ing college.

Si-Al_-1y, on the question assessing the role which the parents

played in the decision to come to college (Question 22 in the

Questionnaire), we find that the mothers of instrumentally oriented

tude-n-ti played alE6re crucial r le in the decision and were involyed

in thinking through the question of coming to college to a greater

degree than the mothers of the intellectually oriented student.

the mothers of the intellectually oriented studentS played a
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supportive but less crucial role in the decision to come to college;

the intellectually oriented student was more likely to have thought

through the question of coming to college than the instrumental

student.

Parental supportiveness for education Is also evident in a

question which delves into the parents reaction if the respondent

was not academically successful, if he just could not do the work.

The question is tenuous in asking the student how his parents

would feel if he were academically unsuccessful at the University.

Nevertheless, 71% of the black Opportunity students perceived

parental encouragement to continue their education at some other

school, 13% felt their parents would have encouraged them to go to

work; only 1% felt their parents would have been indifferent--"they

really would not have cared whether I succeeded or failed."

The important factor in this series of questions, of course, is he

perceived parental encouragement -nx,t only to attend college but to

succeed academically. We will see later that the pressure to succeed

in the academic area is particularly evident among the instrumentally

oriented students. It is fortunate that these students, and in fact,

the students of all orientations, perceive parental encouragement to

attend college and to continue their education if unsuccessful at the

University of Michigan.

1
These percentages total 85 percent. Eleven percent Indicated
"somethig else" and 4 percent did not respond to the question.

7
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B. Educational L.vel of Parents

The following table r presents the parents level of

formal education for the entire sample of students.

(1) Less than high

WOA

Father

WRS BOA ERB WOA

Mother

WRS BOA BRS

school 20% 3% 34% 12% 9% 2% 11% 0%

(2) Some high school 14% 3% 18% 8% 31% 1% 29% 11%

(3) Completed high
school 36% 23% 24% 14% 34% 42% 31% 26%

(4) Some college 22% 22% 18% 18% 22% 20% 19% 25%

(5) Completed college 8% 25% 3% 8% 4% 27% 6% 15%

(6) Advanced Professional
degree 0% 24% _3% 0% 8% 4% 23%

TOTAL 100% 100% 100%

:40%

100% 100% 100% 100% 100%

You will notice several interesting factors: The similarity of parental

educational level among both black and whtte Opportunity students;

the higher educational level among the black random sample with a

higher percentage attaining advanced or profes tonal degrees than any

other group, including the white random sample; the educational level

of the mothers within each group is generally equal to or higher than

the fathers, regardless of race.

There is no significant relationship between the parents'

educational level and the orientation of the black Opportunity

student, That is, the parents level of education was of no

significance in predicting the orientation of the black Opportunity



student. This is In contrast to the findings of this and previous

studies involving white students in which higher parental

educational level W89 related to a higher Intellectual orientation

among their children. While the results were not statistically

significant, there was a definite trend among the white random sample

in which a higher instrumental orientation was related t_ lower

parental educational level, and a higher intellectual orientation to

higher levels of parental educational attainment.

2Donald R. Brown, Personality, -Calle e-Environment,
and Academic Productivity," in American.College, ed. by
Nevitt SanfOrd, (New York: Wiley, 1962) pp, 536-562.
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TABLE 8

Relationship of Parents' Edudati nal Leve
to Orientation of Student

Black Opportunity Student

Q. 7. How far did your father go in school?

(1) High In'

Instrumental Orientation

Mean of
Educational
Level* S.D.

orientation 38 32 2.37 1.22

Average In
orientation 36 31 2.78 1.46

Low in
orientation 44 37 2.39 1.47

TOTAL 118 100% 2.50 1.39

F 2,115) = 1.039 (NS)

(1) High in

Intellectual Orientation

Mean of
Educational
Level* S.D.

orientation 39 35 2.61 1.41

(2) Average In
orientation 37 34 2.32 1.43

(3) Low In
orientation 34 31 2.76: 1.35

TOTAL 110 100% 2.56 1.40

F (2,107) = 0.919 (NS)

* Code: 1. Less than high school
2. Some high school
3. Completed high school
4. Some college

Completed college
Advanced or
professional degree
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TALE continued

Row far did your mother go In school?

(1) ligh In

Instrumental Orientation

Mean of
Educational
Level* S.D.

orientation 38 32 2.66 1.17

(2) Average in
orientation 36 31 3.00 1.17

(3) Low in
orientation 44 _7 3.11 1._35

TOTAL 118 100% 2.93 1.24

F (2,115) 1.453 (NSo but a trend)

(1) High in

Intellectual Orientation

Mean of
Educational
Level* S.D.

orientati n 39 35 3.08 1.40

(2) Average in
orientation 37 34 2.73 1.12

Low In
orientation 34 31 3.90 1.21

TOTAL 110 100% 2.94 1.25

F (2,107) 0.792 (NS)

Code: 1. Less than high school
2. Some high school
3. Completed hi-h school
4. Some collage
5. .CoMpleted college
6. Advanced or professional degree
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TABLE 9

Relationship-of Parenta' Educational Leve,l
_to Orientation of_Student_
White Random Samplt

How far did your father go in school?

(1) High in

Instrumental Orientation

Mean of
Educational

Level* S.D.

orientation 23 37 4.00 1.28

Average in
orientation 23 37 4.26 1.36

(3) Low in
orientation 17 26 4.88 1..27

TOTAL 63 100% 4.33 1.33

F (2,60) = 2.290 (NS but a trend)

High In

intellectual Orientation

Mean of
Educational

Level* S.D.

orientation 21 34 4.43 1.43
(2) Average in

orientation 20 4.40 1.09
Low in
orientation 20 33 4.05 1_047

TOTAL 61 100% 4.29 1.33

F ( = 0.496 (NS, but a trend)

* Code: 1. Less than high school
2. Some high school 017

3. Completed hi h school
4. Some college

5. Completed college
6. Advanced or

professional degree
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TABLE 9 - continued

Q. 7. How far did your mother go In school?

Instrumental Orientation

High in

Mean of
Educational
Level* S.D.

orientation 23 37 3.78 1.04

(2) Average in
orientation 23 37 3.74 1.25

Low in
orientation 17 26 4.41 0.87

TOTAL 63 100% 3.94 1.10

F (2,60) = 2.248 (NS, but a trend)

(1) High in

Intellectual Orientation

Mean of
Educational
Level* S.D.

orientation 21 34 3.95 1-12

Average in
orientation 20 33 3.90 1.21

(3) Low in
orientation 3.75 1.02

TOTA_L

.20

61 100% 3.87 1.10

F ( ,58) 0.179 (NS, but a trend)

* Code: 1.. Less than high school
2. Some high school
3. Completed high schbol
4. Some college

5. Completed college
6. Advanced or

profeSsional degree
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C. Closeness Parents

The final factor possibly related to the importance which the

parents placed on education lies in the closeness of the parents to the

student, since emotional closeness provides a measure with which

to Infer the transmission of supportiveness for education from

parent to child. Analysts of the entire sample showed both black

and white opportunity students to be significantly closer In their

relationship to their mother than the father, with a slight, but not

significant tendency in the same direction among both black and white

random sample students.
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TA6LE 10

Closeness to Parents

Q. 23 How close do you feel to your mother?

1. Extremey close

Quite close

Fairly close

4. Not very close

Parent deceased
or doesn't have
any contact with
me now

TOTAL

White
_Opportunity

Women

White
Random
Sample

Men Women

Black
Opportunity_

Black
Random
Sample

Men Men Women Men Women

2 13 8 11 26 27 9 17
14% 50% 23% 37% 46% 45% 43% 52%

8 3 17 10 21 18 7 9
58% 12% 50% 33% 36% 30% 33% 27%

2 4 7 7 6 9 3 5
14% 15% 21% 23% 10% :5% 14% 15%

2 6 1 2 3 4 2 2
14% 23% 3% 7% 7% 10% 6%

0 0 1 0 2
3% 3% A%

14 26 34 30 58 60 21 33
100% 100% 100% 100% 100% 100% 100% 100%

Q. 23 How close do you feel to your father?

1. Extremely close

2. Quite close

Fairly close

4. Not very close

5. Parent deceased
or doesn't have
any contact with
me now

TOTAL

White
Opportunity

White
Random
Sample

Black
Opportunity

Vack
Random
Sample

Men Women Men Women Men Women Men Women

0 6 7 8 12 11 6 7

24% 21% 27% 21% 19% 29% 22%

3 4 15 12 18 12 7 11
21% 16% 44/i 40% 32% 20% 33% 35%

2 4 10 5 13 18 5 9
14% 16% 29% 17% 23% 31% 24% 28%

4 7 1 3 6 10 2 4

29% 28% 3% 10% 10% 17% 9% 12%

5 4 1 2 8 8 . 1 1
36% 16% 3% 6% 14% 13% 5% 3%

14 25 34 30 57 59 21 32
100% 100% 100% 100% 100% 100% 100% 100%

Y1-
-r A
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The increased closeness tc the mother among opportunity

stmdents may be related to the percentage of separation and sub-

sequent absence of the father due to divorce and/or d ath among

the Opportunity students. Twenty-two percent of both the black

and white Opportunity students reported their parents were divorced

or separated. An additio al eight percent of the black Opportunity

students, and 16 percent of the white Opportunity ztudents, repo ted

their fathers were deceased. Of those black Opportunity sttudents

whose parents were separated, 86% lived with their mother, 7% with

their father, and 7% with someone else. The marital relationship

among the parents of black and white random sample stude ts was

very similar, with approximately 90 percent of both paren--, living

together.

Analysis of the black Opportunity students In terms ot .A.cseness

to parents brought out an interesting disti ction between the students

of instrumental and Int llectual orientations. Students of instrlinental

orientations were closer to both parents than were'students of

intellectual orientations. This is particularly evident when

"closeness to mother" is considered. The instrumentally oriented

students were closer to the mother while intellectually oriented

students had a more distant relationship with their mother. The rela-

tionship for the intellectual students was significant at the .05 level.
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TABLE 11

Closeness to_Mother-Father
on Ins trumental-Intellectuallv _Oriented

Alk_th-AVREXIMELI54dP4t0

Orientation_

Instrumental

Intellectual

Closeness Closeness
to to

Mother FAther

-0.15 -0.14

+0.20* 0.02

Significant at the .05 level

Positive correlation related to decreased closeness

Negative correlation rctlated to increased closeness

Summar:

Parental supportiveness and influence concerning educational

objectives if it had an effect at all, affected the students who

now have Instrumental orientations. The mothers of the Opportunity

students were more influential than the fathers, so that if the

mother pushed her child to college, she pushed in specific goal

oriented ways, tending to perceive college as a means to a better

job, higher income, and a better life. Parental Pressure to attend

college had little, if any, affect upon students with intellectual

orientations.
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To summart-- the comparisons of black Opportunity students

of instrumental aad intellectual orientations, students with

intellectual orientations are more likely to have parents who express

broader intellectual interests and greater personal involvement in

educational activities and who place less importance on attending

college so that the student himself made the decision to attend

college to a greater extent than students with instrumental orientations.

Also, the parents of students vith intellectual orientations placed

less emphasis on education as a means to an end as evident among the

instrumental students.

The fact that the parents of instrumentally oriented students

had greater influence in their children getting to college, with no

greater and actually even less) general Involvement in their

children's early educational experiences, suggests that they viewed

college in specific, goal-oriented terms. Instrumental students

come from a home very oriented toward attending college as an end in

itself. Intellectual,students come from a home where the parents have

been involved In the educational process since early childhood.

There is less emphasis on attending college as an end -In itself and more

emphasis on the continuing process of education. Both seem relevant

backgrounds for their children's orientations. The instrumental

students-el &a-to-their parents ties in with more black friends

dis -ssed in Chapter 6.



CHAPTEA V

The Black 0 ortunit Student's Ex erience
at the University of Michigan

This chapter discusses the black Opportunity student's perceptions

of the University of Michigan, the norms perceived az characteristic

of the Michigan atmosphere, and the relationship of these perceptions

to instrumental and intellectual orientations. Understanding the

student's perceptions of Michigan serves as a backdrop for discussing

the problems and tensions which black students experience, and the

types of expe iences which they identify as most meaningful in their

life at the University of Michigan.

Perceived Atmos here of Michi:an

Colleges have certain characteris ics and norms which can be

described by a major ty of students. One's perception of those char-

acteristics will vary with the orientation of the student toward the

University and will be dependent upon the importance which the student

places on a variety of factors. Analagous to wearing different shades

of glasses, the student's perception of the Michigan atmosphere will

be tinted by his orientation to the college experience and, perhaps,

by his race. Two groups of questions were used to assess the perceived

atmosphere of Michigan. One group involved a series of questions with

opposing pairs of phrases or adjectives which might be used to describe

the Michigan atmosphere. students were asked to choose, for each pair

of phrases, the alternative that indicates haw much the student felt

either phrase characterized the Michigan atmosphere. One item involved

the degree to which the student feels whether a genuine or superficial
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academic concern and interest characterizes the Michigan atmosphere.

The degree to which this factor is characteristic of Michigan involves

a continuum from "choice A" being very characteristic to "choice B"

being very characteristic, as in the following example.

A is vsv
charac-
teristic
of the
Michigan
atmosphere

A. Genuine aca-
demic concerns
and interests

B. Superficial
academic con-
cerns and
interests

a
Li

is fairim
charac-
teristic
of the
Michigan
atmosphere

Neither A
nor k is
charac-
teristic
of the
Michigan
atmosphere

a is fairly_
charac-
teristic
of the
Michigan
atmpsphere_

B is very
charac-
teristic
of the
Michigan
atmosphere

The second series of questions used to assess student perceptions

of the Michigan atmosphere involved questions attempting to determine

the specific influences the college experience may have had upon the

student. Given a list of possible influences, the student reported

the extent to which he felt the college had influenced him thus far,

as in the following example. (See

C.)

Interest in art and music:

5 4

uestionnaire, Q. 75, in Appendix

marked
Increase

some
indrease-,

no
change

Responses were factor analyzed and factor

2

somewhat
less

1

much less than
when I entered

college

oadings were used to com-

bine items to form indices which were then correlated with race and

student orientations.

9 1
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1. Supportiveness with Regard_to Race

a. Analysis of Racial Differences

The following hypotheses relate race and attitudes toward

race relations.

Hypothesis One:

White students, more frequently than blacks,
will report a genuine acceptance of black
students as fairly characteristic of the
Michigan atmosphere.

Conversely, black studen_s more frequently
than whites, will report a superficial
acceptance of black students as fairly
characteristic of the Michigan atmosphere.

White students, more frequently than blacks
will report somewhat friendlier feelings
toward students of other races and a greater
belief in Integration since coming to the
University.

Conversely, black students, more frequently
than whites, will report somewhat more antagonistic
feelings toward students of other races and a
greater belief in separatism since coming to
the University.

It Is important to recognize that the black students are not

a monolithic group. Within the black student group, these attitudes

of superft Iál acceptance and antagonism toward whites are a function

of the black student's acceptance of black separatist ideology, which

leads to the following hypothesis.

92
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_ypothesis Three:

The greater the black student s acceptance
of black separatist ideology, the more likely
he will report a superficial acceptance of
black students at the University and more
antagonistic feelings toward students of other
races.

Conversely, the less the black student's
acceptance of black separatist ideology, the
less likely he will report a superficial
acceptance of black students and antagonistic
feelings toward students of other races.

The rationale for the hypotheses involving white students

assumes liberalism increases during the college years and, therefore,

acceptance of students of other races will also Inc-ease.

Coincident with increasing liberalism is the opportunity for inter-

racial discussions which may lead to mutual understanding.

The black student's feeling -f superficial acceptance and ants.:

gontsm toward students of other races is an indication of the black

student's distrust of whites. It la also an indication of an increasing

lack cf t ust rather Chan increasing communication and mutual under-

standing.

Three questions concerning race relations provided the most

signifi ant black-white differences In the study. These three

que-tions assess the genuineness-supe ficiality of the white acceptance of

black students at Michigan, the self-reported changes in attitudes

taward "people of other race " since coming to Michigan, and attitudes

about separatism and integration. No other questions resulted in the

extremes of black-white responses as these three questions.
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The hypotheses were supported by the data as indicated in the

following tables.

TABLE 12

Freuei1. and PercentaeDLtribution
'Regarding_ Genuine or Superfiei l*Acceptance

of.Negro'Studedts

Q. 74 Below are a nuMber of pairs of phrases which might be
used to describe the Michigan atmosphere. Check the
alternative that indicates how much you feel either

A.

phrase characterizes

Genuine acceptance of
Negro students Is very

the Michigan atmosphere.

WOA WRS BOA
% N % N N

or taLay. characteristic
of the Michigan atmos-
phere

24 60% 40 63% 19 16% 17%

(Code # 1 & 2)

Neither alternative Is
characteristic of the 2 5% 8 12% 15 13% 7 13%
Michigan atmosphere

(Code #3)

B. Superficial acceptance
of Negro students is
Very or fairly charac- 14 35% 16 25% SI 67% 37 69%
teristic of the Michtgan
atmosphere

(Code # 4 6; 5)

Non Ascertainable: 0% 0 0% 4 4% 1 1%

TOTAL: 40 100% 64 100% 119 100% 54 100%

,94
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TABLE 13

Fr i'uency and Percentage DiStribution
Regarding Feelings about other RAces

Tatal Sample

Q. 75 Another-thing.weIre-interested in Is the more specific
InfluenCeS'the college_experlence may have had on you.
In what ways have your ideas about race and race relations
changed at Michigan?

Feelings about
other races

WOA WRS
N

BOA BRS

Much friendlier (somewhat
friendlier) feelings
toward people of other
races naw

(Code # 5 &

22 55% 27 42% 18 15% 8 15%

No change
(Code #3) 18 45% 33 52% 47 39% 22 41%

Much more (somewhat more)
antagonistic feelings
toward people of other
races now

(Code 1/2 & 1)

0 0% 4 6% 53 45% 24 44%

Non Ascertainable: 0 0% 0 0% 1 1% 0 0%

TOTAL: 40 100% 64 100% 119 100% 54 100%



Att tudes about separatism
and inte ration

Much more (somewhat more)
belief in integration now

(Code #5. & 4)

No change
(Code #3)

Much more
belief in
now

(Code

(somewhat more)
black separatism

#2 & 1)

Non Ascertainable:

TOTAL:

77

TABLE 13--Continued

WOA
%

WRS BOA BRS

15 38% 29 45% 22 18% 6 11%

21 54% 26 41% 36 30% 22 41%

8% 13% 59 50% 26 48%

0 0% 1 1% 2 2% 0 0%

40 100% 64 100% 119 100% 54 100%

Sixty-one percent of the white student, both random sample

and white Opportunity students, felt that "a genuine acceptance of

Negro students was very or fairly characteristic of the Michigan

atmosphere" while 68 percent of the black students reported that a

"superfidial acceptance of Negro students was fairly or very characteristic

of the Michigan atmosphere." (See Table 12). Similar but less extreme

results involved self reported changes concerning feelings toward

students of other races and at itudes about separatism and integration.

As a result of the college experience, 47 percent of the whites

responded that they have friendlier feelings toward students of other

races compared with only 15 percent of the black students.

Forty-four perc__t of the blacks but only four percent of the whites

felt more antagonistic toward students _f other races. (Table 13).

Similarly, 42 percent of the white students reported greater belief in

integration compared _ith 16 percent of the black students.
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Forty-nine percent of the blacks indicate greater belief in black

separatism since coming to the University compared with 11 percent

of the white students. (Table 13).

Responses to the integration-separatism question were very likely

affected by the strong national feeling of black consciousness when

this survey was conducted. The growing awareness of black pride

and black Identity WAS evident throughout the country at the time of

data collection (Spring, 1969) and is even greater today.

Nevertheless, the attitude of black students Is clear.

Underlying other attitudes toward their educational experience, which

I will discuss below, Is the predominant feeling among black students

a superficial acceptance by whites, including both the Opportunity

students who are the foci of this study, and theblack random sample

students. In terms of their experience thus far at the University,

black students report more antagonistic feelings toward students of

other races and a greater belief in separatism than integration.

These perceptions contrast with those held by the white students

and represent the most significant racial differences in the study.

Relationshi f Ferce ions and 0 lentations

Responses to these three questions involving racial attitudes

among the black Opportunity students were analyzed to determine if

students with instrumental and intellectual orientations felt more or

less strongly about these issues. There as not sufficient variance

in the responses of black students to these three variables to result

In a significant relationship between instrumental and intellectual

orientations and a genuine or superficial acceptance of black students;

9 7
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a friendlier or more rAntagonistic feeling toward people of other

races; and a greater belief in integration or separatism.

TABLE 14

Statistics Regarding
Race Relations 'Variables

131ack

Variable N Mean S.D.

Genuine - superficial
acceptance of black students 115 3.93 1.29
(Q.74, #5)

1 = Genuine acceptance Is very characteristic of the
Michigan atmosphere

5 Superficial acceptance is very characteristic
of the Michigan atmosphere

Friendlier - more antagonistic
feelings toward people of other
races (Q.75, k) 118 2.66 0.96

1 = Much more antagonistic feelings toward people
of other races

5 = Much friendlier feelings toward people of
other races

Belief in integration
or separatism (Q.75, 1) 117 2.64 1.03

1 = Much more belief in black separatism

5 = Much more belief in integration

93
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TABLE 15

Cortelation.MAtrix- of Instrumental
and Intellectual Orientations with

ce Relations Variables

Black Opp: -tunity Students

Variable

Genuine acceptance
of blacks

Friendlier feeling
toward people of
other races

Belief in integration

Instrumental Intellectual
Orientation Orientation
N = 118. N = 110

- 0.03 0.03

0.14 - 0.02

0.13 - 0.05

None of the correlations are statistically
significant at the .10 level or less.

A positive correlation indicates that students
higher in the.given orientation more often
express the particular attitude

A negative correlation Indicates that students
higher in the given orientation less often
express the particular attitude

The lack of significance among students of intellectual orientations

as shown in Table 15 and a belief in integration-separatis

interesting in light of the black intellectual's greater tendency

to have white'friend- 1

1 A detailed discussion of peer selection occurs in Chapter
p. 154.

9 9



8 1

One might hypothesize that the tendency to have white f lends would

be related to greater belief in integration. Yet, there is no

significant correlation between black students with white friends

and belief in integration. The reason for this apparent paradox may

be that the intellectually oriented tend to be more militant as

exemplified In their greater allegiance with the Black Panther

organization and a rejection of the National Association for the

Advancement of Colored People (NAACP), which has a more integrationist

approach. 2

A fourth and final question utilized to a Gess the supportiveness

or antegonism perceived in the Michigan environment concerns the extent

to which blacit students'as a group and by orientations, experience

difficulty in the following four areas: difficulty in joining groups;

competition for grades; prior faculty judgement regarding one's

ability; and nnfriendline-- on the part of white students. (See Table 16).

2
See Chapter 7 for a discussion of attitudes toward civil
rights organizations.
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TABLE 16

Problems Experienced .bv hlack-Oppo tuditv:Students
Fre uenc --d Per--nta-e'Di tribUtion

95 We're Interested in problems or stresaful situations
that black students may have at Michigan. Have you
experienced any of the following situations here at
Michigan? (Total N = 119)

Difficulty in
joining groups

Competition for
grades is more
than I anticipated

Faculty seem to
.judge me as a
second class student

White students don't
make friends with me

A very
big

problem

Somewhat
of a

problem

Not
really c
problem

Non
ascer-
tainable Total

% N

12 10% -28 24% 76 64% 2% 119 100%

27 22% 50 42% 40 34% 2 2% 119 100%

17 14% 51 43% 49 41% 2 2% 119 100%

5 4% 18 16% 93 78% 3 2% 119 100%

The most significant problem experienced by black Opportunity

students as a group were competition for grades and the feeling that

"faculty judge me as a second class student," which were rated as a

"very big problem" by 22 percent and 14 percent respectively of the

black Opportunity students. When the options of "a very big problem"

and "s mewhat of a problem" are combined, the problems of competition

for grades and "faculty seem to judge me as a second class student"

are reported as problems by 65 percent and 57 percent of the black

Opportunity students. Difficulty joining groups was listed as a

problem by 34 percent of the students, while 20 percent reported that



white students don t make friends with as either a very big

problem or somewhat of a problem.

When analyzed by orientations, it is very evident that students

with instrumental orientations tend to perceive an environment which

is not particularly supportive for them, In marked contrast with

students of Intellectual orientations. (See Table 17).

TAIILE 17

Propjems Experienced by Black Opportunity Students
of Instrumental and Intellectual Orientations

Correlation Matrix

Problem

Difficulty In joining
groups N En 116

b. Competition for grades
is more than I antici-
pated 117

CO Faculty seem to juki
me as a second class
student N t=, 117

White students don't
make friends with me

N 116

* .1CL
og level

level

Instrumental
Orientation

Intellectual
Orientation

0.21

0.19

- 0.05

- 0.28

0.33 - 0.15

0.07 - 0.03

A positive correlation indicates that students
higher In the given orientation more often
experience the particular problem

A. negative correlation Indicates that students
higher in the given orientation'leas_often
experience the particular problem
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Difficulty in joining groups and feeling that "competition for

grades Is more than I anticipated" are significant problems at the

.05 level for the students with instrumental orientations which

contrasts with the students of intellectual orientations for whom

competition was much less of a problem. There was no significant

correlation (-0.05) between au intellectual orientation and experiencing

difficulty joining groups. Also feeling that "competition for grades

Is greater than anticipated" Is negatively correlated (-0.28) with

Intellectually oriented students at the4.01 level.

Students of instrumental orientations feel that faculty seem

to judge them as a second class student ( .01) whereas the intellectually

oriented students do not feel this is a significant problem.

The feeling of being judged as a second class student has a positive

correlation (+.34) significant at thedc.01 level, With the que?Ition

of "competition for grades being more than I anticipated;" as indicated

above, instrumental students also felt this academic pressure more

frequently than intellectually oriented students. This suggests that

the instrumental students' greater sensitivity to the issue of

"second class citizenship" Is related to their greater academic

insecurity.



TABLE 18

Correlation. Matrix of.- oblema:Exilerienced
by Black OppOrtunity Students

Competition_ Faculty
Difficulty for grades judge
- In- . --more-than ----a-second)ffljfl rot* 'S tiat ated" class stude_t
N = 116 N = 117 N = 117

Competition for
grades more than **
anticipated 0.31

Faculty judge a **
second class student 0.31

White students not
friendly N = 116

= "4.05 level

4-01 level

Variable

Competition for rades

Faculty judge a
second class student

White students not
friendly

**
0.34

**
0.31 0.19 0.16

Mean- S.D.

2.11 0.75

2.27 0.70

2.76 0.52

Code ranges from 1 to 3: 1 = A very big problem

3 = Not really a problem



86

It is interesting to note that the question concerning

white students don't make friends with me" was combined through

factor analysis with the three questions involving competition,

difficulty in joining groups, and feelings of faculty rejection.

The students with instrumental orientations are not.experiencing a

personal rejection; the basic problem is academic insecurity and

feelings of .::j-ction are related to academic insecurity. There was

no significant correlation between unfriendliness on the part of

white students and instrumental (0.07) and intellectual (-0.0 )

orientations.

As Indicated In the following table, approximately eighty

percent of all black students felt that unfriendliness among whites

was "not really a problem at all." Among the entire group of black

students in the study, only fhe black Opportunity women, and only

eight percent of the total sample of black Opportunity women, reported

unfriendliness on the part of white students as a "very big problem."

No black Opportunity men, nor women or men in the black random sample

identified unfriendliness in the "very big problem" category.

3 See Appendix Hs Table108 for c rrelation and factor loadings.
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TABLE 19

"White Students 't Make.Friends with- me"

Total Black Sample

Q. 95 We're interested in problems or stressful situations
that black students may have at Michigan. Have you
experienced any of the following situations here at
Michigan?

Item g: "White students don't make fr ends with me."

Black Opportunity
Students

Black Random
Sam. le

Men Iomen
% N

Men Women

A very big problem 0 0 5 8 0 0 0 0

Somewhat of a problem

lif-. really a problem
at all

10

46

17

79

8

47

13

77

2

18

9

86

6

26

18

79

Non ascertainable. 2 4 i 2 1 5 1

TOTAL 58 100% 61 100% 21 100% 33 100%
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Before pxogressing further in discussion of the data, it may

be helpful to briefly summarize the findings regarding the lack of

supportiveness which black Opportunity students as a group perceive

in the University of Michigan environmsnt. When viewed in the context

of "what is it like to be a black student at the University of Michigan,"

the basic feeling which underlies other attitudes about Michigan is a

superficial acceptance of black students, and a feeling that, as a

result of their experience thus far at the University, they have become

somewhat more antagonistic toward s udents of other races.

When the self-reported changes in attitudes among blacks

(more antagonistic toward students of other races, greater belief in

s paratism) are combined with a feeling that superficial acceptance

of black students by white students characterizes the Michigan

atmosphere, and when these perceptions of blacks are directly opposed to

the feelings of the majority of white students, it i obvious that the

University needs to be aware of the increasing polarization between

blacks and whites and to take steps to ameliorate a potentially

disruptive situation.

2. Other Perce tions Regarding the Atmosphere of Michigan

Three other percepti,Dns of the Michigan atmosphere which

provided further insight inr.o the attitudes of students with instrumental

and intellectual orientations were the following: (1) interest in

academic and social concern (2) encouragement for vocational

specialization; and (3) the degree to which the collegiate experience

is perceived to have enhanced personal growth and development.
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a. Azademic and Social _Concern

Students holding Instrumental orientations perceive the

Michigan atmosphere as having genuine academic concerns (4.01) an

interest in culture and intellectual ideas (.4.01)1 and as having a

moderate degree of concern about social issues and problems Ow.10).

There Was no significant correlation between the academic concerns

questions, i.e.: interests in academic concerns, culture, and

Intellectual ideas, and students with Intellectual orientations.

The intellectual students also felt that the Michigan atmosphere was

not highly concerned with social issues and problems, significant at

the .10 level. These results are to be expected because the

intellectually oriented students are more concerned with intellectual

ideas and social issues than the Instrumentally oriented students;

they are consequently likely to feel that the campus as a whole Is

less involved than they with these concerns.



90

TABLE 20

Correlation Matrix of Instruhiental arLd Intellectual
Orientations with Variables Involving Perceived

Academic and Social Concerns at
_

the Unive_rsity ok michum

Instrumental and Intellectuall Oriented
B_la_ck Opportunity Students

Characteristics of the
Michigan Atmosphere

Genuine academic concerns
and interests

N = 113

Genuine interest in culture
and Intellectual ideas

N = 113

Greatly concerned about
social issues and problems

N = 113

= .10 level

level

In --_rumental Intellectual

**
0.26

**
0.40

- 0.07

- 0.10

0.15 - 0.18

Positive correlation indicates that students
higher In the given orientation more often
express the particular interest or concern..

Negative correlation Indicates that students
higher in the given orientation less often
express the particular interest or concern.
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b. Encouraging_Vocational Specialization

Another Issue which I wanted to explore was the extent to

which students perceived the Michigan atmosphere as encouraging early

vocational specialization or encouraging students to "try out" a d to

think through a variety of fields prior to making a decision.

my hypothesis was: "Students with Instrumental orientations would

perceive Michigan as encouraging students to think through the

vocational question and not encourage early specialization."

MY reasoning Involves the higher goal orientation among students with

Instrumental orientations coupled with the Idea that individuals who

score at the extremes (high or low) on a given dimension are likely to

be more sensitive to the absence or presence of that dimension than

individuals with more moderate feelings In this example, students

with higher goal orientation will be more likely to perceive encourage-

ment to think through on :ocational plans which is contrary to their

orientation. The hypothesis was supported by the data as indicated In

the following table.
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TABT.E 21

Correlations between Perceived_EncouraRement f_or Early
-a lalleatian at the Universit- of Micht anVocatIgnal

and Ins_trumenta _and Intellectual Orientation

Black 0 unit Students

Encouraging early vocational
specialization rather than
encouraging students to "try
out" and think through a
variety of fields Is
characteristic of the
Michigan atmosphere

N = 112

Instrumental
Orientation

= 118'

Intellectual
Orientation
N = 110

10 level

0.17 0.05
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c. Positive Attitude_Toward_the_ Collegp_Experiel.

A series of questions assessed the sp cific influences

which the college expert nce may have had upon the student in terms of

influencing Ian in the following areas: clarity of occupational

plans; Increased aMbition; excitement and enthusiasm dbout learning;

concern about social Issues and pr blems; greater self confidence;

and greater clarity about the "gener A direction I want to take in life.

The general trend was for students to respond that college had

influenced them in the positive direction in which college is considered

to have an Impact: i.e., greater clarity of occupation plans, increased

ambition, etc., as in the following table. Rather than accept these

results at face value, an index consisting of six variables formed

throu6h factor analysis was created to assess the "positive attitude

toward tue college experience. Correlations and factor loadings are

in Table 109 in Appendix H. A positive attItude was defined as a

general increase in the six Items which compose the index. When the

index was analyzed against the orientations of black Opportunity

students, with one exception, the instrumentally oriented students had

a significantly positive attitude toward the college experience as

indicated in Table 23.
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TABLE 23

Correlation Natrix of Variables Assessing
Attitudes toward the Colleae Experience among
Instrumental aad Intellectual Orientations

Q. 75 Another thing-were interested-in isthe more specific
Influences the Cone ex-erience may have had for you.
As far as you can judge, to what extent has the college
influenced you in each of the following?

Va iables

Instrumental Intellectual
Orientation Orientation
N = 118 N = 110

Index: Positive Attitude toward
the college experience N=119 0.18 0.11

Much greater clarity of
occupational plans N=119 0.11 0.01

Marked increase in ***
ambition N=119 0.32 - 0.12

Much more excitement
and enthusiasm about **learning N=119 0.19 0.10

Much greater coflcern
about social issues
and problems N=119 0.08 0.17

Marked increase in
self-confidence

Much greater clarity
about the general
direction I want to
take In life,
life goals

* = .10 level

** = .05 level

*** =4:1.01 level

N=119 0.03 0.15

N=119 0.04 0.12

Positive correlation indicates that students
higher in the given orientation more often
experience the particular influence.

Negative correlation indicates that students
higher in the given orientation less often
experience the particular influence.

114
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Separate analysis of the six variables reveals that students with

instrumental oriantations indicated marked increase in ambition (.(.01)

and enthusiasm about learning ( .05). There was no significant

correlation between students of intellectual orientation with the

index assessing a "positive attitude toward the college experience,"

nor did the intellectually oriented students indicate a sufficient

Increase in any specific variable to be significant at the .05 level,

d. Summary

Despite the superficial acceptance by whites which the large

ajority of black students experience, the instrumentally oriented

students perceive a genuine interest in academic concerns and ideas

at Michigan, attribute increased ambition and enthusiasm for learning

to their college expert a e, and feel rather positive about the whole

experience in spite of the problems of academic competition and

difficulty in joining groups. The intellectually oriented students

not perceive the University as genuinely interested in academic concerns

nor do they feel influenced by the college experience In traditionally

defined ways, or indicate specific academic and personal problems.

The instrumentally oriented students have certain problems, particularly

involving competition and academic standards but they feel they got

more from the experience than the intellectually oriented students.

They are working toward the degree and will receive the pay off they

are looking far. The intellectually oriented students have academic

security but feel less satisfied with the academic experience than the

instrumentally oriented students.
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In the next section we will note that the students with

instrumental orientations, those who want to do well academically,

to become well prepared for an occupation, who are desirous of

raIsing their socio-economic status and who report a povAtive

attitute toward their college experience, are most likely to experience

academic pressure and resulting self questioning.
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B. Anxieties and Problems Experienced

1. General Comments

The previous section discussed the black student

perception of the Michigan atmosphere as it relates to the feeling of

a lack of upportiveness for blacks witldn the University.

This section focuses on the tensions and problems which students with

instrumental and intellectual orientations experience. The following

section discusseS the types of experiences within the academic

envi=onment which students find most meaningful. These two sections

differ from the previous section in two very important ways.

The former section stressed differences in the supportiveness of

blacks by white and black respondents. on issues other than race

relations, there are so fe if any, significant differences in the

responses of students when analyzed by race, socio-economic level

(such as Opportunity Award recipient) or sex that such comparisons

are not illuminating except to highlight specific items. This means

that students in general are experiencing similar problems regardless

of racial, socio-economic and sex differences. The second point is

a derivative of this "homogeneous" quality. Since so few significant

differences in responses were related to race, socio-economic background,

or sex it seemed likely that analysis byOrientations would provide

greater insight into existing differences than analysis based on race,

etc., as separate variables. No attempt is made to prove casual

relationships or interaction effects between orientation and specific

experiences. The following discussion is based on analysis of the

responses of the black Opportunity students as a group, followed by
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separ te analysts of the instrumental and Intellectually oriented

student-, Where differences attributable to racial, economic, or

sex diffe-ences occur, specific mention will be made.

2. Among Black_Opportunitv Students

Two questions in the Questionnaire listed a broad variety of

experiences or situations which --allege students often describe as

problems or crises during the college years. One question asked students

to indicate the factor or factors which adversely affected their

attaining an attempted grade point average, while a second question

asked the students to rate the deg-zee to which a variety of experiences

or situations were a problem. The total of thirty-nine sometimes

overlapping and related situations were reduced to the following five

areas in which students experienced problems: 4 (1) academic press

and resulting self questioning; (2) lack of interest in courses,

lack of self-discipline; (3) syster blame; a tendency to blame the

system rather than Oneself for problems or failures; (4) feeling lost

and overwhelmed by the University; and (5) family problems.

Some of these areas are significantly related to students holding

specific orientations while certain items within these broad areas are

experienced to a degree by all students regardless of orientation.

It Is these latter problems experienced by black Opportunity students

regardless of orientation which I will discuss first before turning

to the problems experienced by students of Instrumental and intellectual

orientations.

4 Please refer to Appendix H, Table 110 for correlation
and factor 1-adings of these Indices.
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TABLE 24

Factors Involving Academic Pressure
and Resulting Self- uestionin

Black_ pp ortuni_tly Students

Frequency and_ Percentage Distribution

Q. 56 Many differeat factors may make difficult for
students to-attain the grade average-they have
"actualy tried for." ThLtk of yotucself.
CHECK ALL TRAT ARE APPLICABLE of the following-
factors that you feel made It difficult-fotHyou
to attain the grade average you have "actually
tried for."

Not Identified
as a

Problem

identified
as a

Problem Total

Heavy academic demands 83 70 36 30 = 119 100%

High school preparation 77 65 42 35 = 119 100%

My ability 106 89 13 11 119 100Z

Stiff competition 80 67 39 33 = 119 100%

Tenst n and anxiety
about grade 86 72 33 28 = 119 100%
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Thirty-five percent of the black Opportunity students indicated

that high school preparation was a factor in their experiencing

academic pressure and difficulty in attaining the grade point average

they actually tried to achieve. Students are very conscious of

differences In the quality of academic prepar -ion and comment upon

factors such as the quality, or lack of quality, In teaching and

educational facilities in their secondary schools. In interviews with

students conducted as a part of this research, several students

commented that prior to their fre hman year, they had not experien--d

classes which utilized more than one conceptual approach in analyzing

a situation and consequently felt unprepared for classes and examinations

requiring thk,m to compare and contrast various theories related to a

given issue.

- In addition to the quality of teaching, students mention the lack

of emphasis on academic prepration in high school and among many of

their friends who do not plan to att-nd college and the poor quality

of educational facilities, particularly laboratory equipment.

The identification of high school preparation as a problem area

was one of the few factors in which there were significant differ n es

in the responses of black Opportunity students and the white random

sample. Approximately 35 percent of the black Opportunity students

40 percent of the white Opportunity students and 24 percent of the

black random sampl,e identified high school ?reparation as a factor

contributing to academic pressure in contrast to only 11 percent of

the white random sample. Sixty-seven (67) percent of the three groups

and 89 percent of the white random sample did not identify high school
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preparation as a factor contributing to academic pressure.

TABLE 25

Hi h -School Pre aration Identified-
as a Factor Contributing to Academic_ Pressure

Total Sam la

High School High School
Preparation Preparation
Not a Factor Is a Factor Total

%

White Opportunity
Students 24 60 16 40 = 40 100%

White Random
Sample 57 89 7 11 = 64 100%

Black Opportunity
Students 77 65 42 35 = 119 100%

Black Random
Sample 41 76 13 24 = 4 100%

TOTAL 199 72 78 28 = 277 100%
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A probl m experienced by students regardless cf race or

orientation involves a lack of interest In courses and/or a lack of

self-discipline, and poor study habits, three variables which are

highly intercorrelated. Among the total sample of students, poor

study habits is highly correlated 0-.70) with a lack of self-discipline,

and 0-.45) with lack of intere:t In courses. Approximately 45 percent

of the black Opportunity students and also of the white random sample

mentioned problems in this area. The high correlation between lack of

self-discipline and poor study habits is interesting and helpful in

interpreting the problem experienced by academic advisors and supportive

services staff In advisitg students with poor study habits and/c low

reading speed/comprehension to seek assistanc- in these areas, with

a relatively low pecentage of students Initiating contact for assis-

tance. Part of the problem is att ibutable to the doubt expressel by

entering freshmen that they are in need of improvIng their study habits

or reading speed, having performed well in high school, but the

correlation of these variables strongly suggests that leck of self-

discipline . also a factor.

2
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TABLE 26

Factors Involvin Lack of S 1
Intexest_in Courses

Fr -uenc and Peres- a e Dis bution

Poor study habits

My lack of interest
in courses

My self-discipline

Poor study habits

My lack of interest
In courses

My self-discipline

amonz _ack_ppportunity Student_ _ _

Students Who Do
Not Identity
Thfsse Factors
As A Problem
N. %

Students
Who Identify
These Factors
As A Problem
N

Total

55 46 64 54 = 119 100%

71 60 48 40 = 119 100%

70 59 49 41 = 119 100%

jatE-Ls_.the Wh te Random Sample

38 59 26 41 = 64 100%

40 63 24 37 = 64 100%

34 53 30 47 = 64 100%



105

3- Rclationshi of Proble s and Student Orientations

Turning to a comparison of the problems experienced by students

of instrumental and intellectual orientations It is evident that the

instrumentally oriented students, those who want to do well in their

course work and become well prepared occupationally, feel tremendous

pressure In the academic area. The whole idea of lege and academic

pressure is wrought with tension for the instrumentally oriented

students. Within the area of academic press and resulting self-

questioning, the instrumental students identified competition,

anxiety about grades, and a "questioning of my academic abilities, -

not doing as well as I had expected" as significant problems.

These students are also more likely to feel the system is against them

in terms of "exams which don t permit me to show what I really know"

and unfairness In grading, while students with intellectual orientations

do not experience either of these problems, the finding for intellectual

students_ was significant at the .05 level. Thes.a "system blame" factors

take on additional significance when they are combined with the lack of

supportiveness perceived by black students in general and those with in-

strumentml orientations particularly, as dis ussed in the previous section

(see p. 83). When problems of competition for grades and experiencing

difficulty joining groups are combined with taking exams which "don't -

permit me o show what I really know" and a feeling that the grading is

unfair, it becomes clear that the students with instrumental orientations

do not feel part of the academic mainstream, in contrast with the intel-

lectually oriented students for wham these factors were less of a problem.
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TABLE 27

Correlation between the Academic Press
_

and System Blame Indices and Instrumental
and Intellectual Orientations amon Black

Opportunity Students

Intellectual
Orientations

N.=-110'

Instrumental
Orientations

N := 118.

Index: Academic press and
resulting self-questioning

N=119 _**
0.18 - 0.25

Heavy academic demands
N=119 0.06 - 0.17

High school preparation
N=119

ability

0.15 0.16

N=119 - 0.09 0.11

Stiff competition
* * **N=119 0.27 - 0.20

Teasion and anxiety
about grades

** * *N=119 0.19 - 0.25

Index: System Blame
***N=119 0.25 - 0.16

* = .10 level

** = .05 level

* = .01 level

Positive correlation Indicates that students
higher tn the given orientation more often
experience the particular problem.

Negative correlation indicates that students
higher in the given orientation aesa often_
experience the particular problem.
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A fourth area in which students with instrumental orientations

experience problems in contrast with the intellectually oriented

students (the other three areas involved academic pressure, system

blame, and difficulty in joining groups) involves a feeling of being

lost and overwhelmed by the University. There is no relationship

between this and ins rumental orientations but there 's a negative

relationship (although not significant) between students high in

intellectual orientations and feeling lost and overwhelmed. Students

responded that they felt lost at Michigan "because it seemed so big

and impersonal" combined with the experience of "meeting people who

seemed to know so much more than 1, who were more cosmopolitan or

who had been around so much more than 1."

The feeling of being overwhelmed by size and cosmopolitan nature

of the student body contrasts with a personal isolation and loneliness,

that is, a feeling that "1 can't find individuals or groups who are

really congenial and with whom I felt happy." The feeling of personal

isolation and loneliness was not significantly related to either

instrumental or intellectual orientations.
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TABLE 30

Correlation of Orientations to Vari ble
Involving a Feeling of Being Lost and Lonely

Black Opportunity SLudents

Instrumental
Orientation
N - 118

Intellectual
Orientation
N 110

Environmental factors

A feeling of being lost at
Michigan because It seemed so
big and impersonal 0.04 - 0.16

The shock of meeting people
who seemed to know so much more
than I, who were more cosmo-
politan or had been around so
much more than I 0.13 - 0.13

Personal loneliness

An inability to find individuals
or groups who were congenial and 5
with whom I felt happy = 0.22 + 0.16

A feeling of isolation or
loneliness - 0.11 A- 0.09

Positive correlation indicates that students higher In
the given orientation more often experience the
particular problem-

Negative correlation indicates that students higher in
the given orientation less often experience the
particular problem-

5 The relationship between the inability to find individuals or
groups who were congenial and instrumental orientations was not
statistically significant when analyzed by analysis of variance.
However, there was a definite trend for this particular problem
to be less of a problem for students higher in instrumental
orientation.
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The only area In which s udents of intellectual orientations

appear more likely to experience difficulty to a greater degree than

students of instrumental orientations is In the relationship with

their parents, although there is not a statIsti ally significant

relationship between family problems and higher intellectual

orientations. You will recall that parental supportiveness for

education and the influence of the mother In the student's decision

to attend college was particularly strong for students of instrumental

orientations, and that they tended to feel closer to their parents

than students of intellectual orientations. The strength of emotional

closeness and family supportiveness apparently continues In college

so that students of- instrumental orientations appear less likely to

experience problems In the relationship with their parents than students

of intellectual orientations, although this finding Is not statistically

significant.
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TABLE 31
----

Correlation of Orientations to Variables
InvolvinkFamily_Problema
Black Opportunity Students

(Q. 71)
A problem in my relation-
ship with my parents

N = 118

(Q. 71)
Some family crisis like
death, divorce in the
family

N = 118

(Q. 56)
"Family problems,"
identified as one of the
factors making it difficult
to attain the desired grade
average this semester

N = 119

Instrumental
Orientations
X

Intellectual
Orientations

. .

.N = 110

- 0.15 0.08

- 0.07 0.02

0-04 - 0.08

None of the correlations are statistically
significant at the .10 level or less.

Ppsitive correlation indicates that students
higher in the given orientation more often
experience the particular problem.

Negative correlation indicates that students
higher in the given orientation less often
experience the particular problem.
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1 Ex tenc s

Having discussed the perceptions of the University atmosphere

and the problems of the instrumental and intellectually o'i -ted

black Opportunity students, we are ready to turn to the experiences

Identilled as important and meaningful during their lif_ at Michigan.

The following hypotheses were proposed.

Students with Intellectual _orl-ntations w
mention two types of experiences as par -_c,--arly
meaningful:

1. Cosmopolitan-Intellectual Experiences:
knowing students from different back-
grounds; having intellectual exchanges
with friends; aesthetic experiences.

2. The importance of self-discovery, self-
insight; the discovery and development
of new interests and talents.

Students with instrumental orientations
will mention class work, lectures, and
academic life as most meaningful.

Concerning the meaningfulness of the courses,
classroom experience, and work done In connection
with courses:

4. Students with intellectnal.orientattons
will find the courses intellectually
challenging.

5. Students with Instrumental orientations
will not find the courses Intellectually
challenging.

The first three hypotheses were supported by the data;

hypotheses four and five were not supported.
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The questions regarding important and meaningful expert- =C S

largely confirmed the construction of the orientations and the

hypotheses. Students with intellectual orientations identified

intellectual types of experiences most __aningful and students with

Instrumental orient tions identified academic, course-related

expertences as most important. Beyond this, however, lie some very

Interesting findings regarding experiences which have an impact on all

students regardless of orientation, experiences I refer to as

ulturally broadening and enriching experiences" and "a search for

identity." I will begin this section with intellectual and

instrumental orientations (hypotheses one througl, four), the self-

iaported changes which these students feel the college has had upon

them in terms of study habits, interest in art and music attitudes

toward traditional moral and religious beliefs, and then turn in greater

detail to the "cult. rally broadening" and "identity-related" experiences.

1. cosmopolitan-Inte_11,ectual Experiences

Students with intellectual orientations report that having

cosmopolitan, intellectual exII!eriences have been most meaningful to

them. Particularly important are "knowing students from very diffeent

backgn'unds;" "discussing ideas and having intellectual exchanges with

friends; d "opportunities for esthetic experiences such as mueic,

drama, and art." Individually creative types of experiences such as

individual etudy, research, writing, and art work are also important.

There was no significant correlation between the-e activities and an

Instrumental orientation, while there was either a definite trend or a

significant correlation for each of these activittes wtth an
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2 Course Related Experiences

A
The most meaningful activity for students with In tT.umental

9o lent-tions involved course-related experiences, both the --lassroom

experiences as well as books read and other work performed

connection with the courses. There was a definite tendency fo the

instrumentally oriented students to find the courses not only

interesting but very exciting and stimulating. As indicated in

Table 34, there is a definite trend mong the high instrumentally

orienLed students, but not among the high intellectually oriented

students, to express greater interest in and receive stimulation

from the course work ( .05). The instrumental students also

felt the courses challenged them to produce to the limits of their

intellectual and creative cepa ities (.05) while no significant relation-

ship was obtained for the intellectual students. In addition, students

high in instrumental orientation are less likely to have felt "a real

let down since my expectations of an academic challenge were not ful-

filled." The highly intellectual students are more likely to have

7felt their expectations of an academic challenge were not fulfilled.

These results are very similar to the instrumental
and intellectually oriented students in the white
random sample. See Appendix I, Table 115.
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Consequently, hypotheses four and five were not supported by

the data. In formulating these hypotheses, I assumed the academic

coursework would be intellectually stimulating and particularly for

the more conceptually oriented intallectual student. Similarly, I

a -umed the Instrumental student would be less likely to appreciate

intellectual complexities and find the courses less challenging.

In retrospect, the Intellectually oriented students do not appear

sufficiently stimulated by the academic fare which does challenge the

Instrumenrcal students to perform to the limits of their intelletual

and creative capabilities.

Im ortance of Facult

Interestingly enough, both the course related experiences

and the Importance of getting to know faculty, seeing and talking

with them outside of class" appear more Important to the black

instrumentally oriented student than to the black Intellectual.



Im nce of Facult

TABLE 35
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Students HihAvera
in Instrumental and Inte lectu 1 Orientations

Black Opportunity Students

Q. 70 In the life you-have-led at.the-Univerity,
WhatexVertenceShaVe been most Im Ortant
and meaningfUl'to you? Check how Important
the following experience has been to you in
your life at Michigan.

"Getting to know faculty, see::Lng and talking
with them outside of class."

Instrument 1 Orientation
N % 'Mean

*
S.D.

high in orientation 38 32 3.08 1.07

average in orientation 36 31 3.50 0.88

low in orientation 44 37 3.54 0.90
118 100% 3.38 0.97

F (2,135) = 2.838 (4.10)

Intellectual Orientatiwt
*

Mean S.D.

high in orientation 39 35 3.28 1.05

average in orientation 37 34 3.32 0.91

low in orientation 34 31 3.53 0..99

110 100% 3 37 0.98

F (2,107) = 0.636

Code: 5 point scale: 1 = of crucial importance;

5 = not at all important

Refer to Table 115 in Appendix I for comparison
with white random sample
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find two things particulrly important in these results.

Firs , students of instrumental orientations came to college interes ed

in s udying and laoped to do well academically with the expectation of

a be-ter life after graduation. They have found the classes

challenging and are generally satisfied with their academic experiences,

despite considerable self-questioning as to whether they will be

academically succes ful. The intellectually oriented students,

having broader conceptual and esthetic interests, find the classroom

work, lectures, reading, and discussions of less Importance than the

instrumentally orient?A students and are less satisfied with their

academic experience.

The second point involves the importance attributed to working

with and getting to know faculty, which was of greater importance t

the instrumentally oriented black student than the black intellectual.

White faculty do stimulate the instrumentally oriented black student

but have little effect upon the black intellectuals. Thees results are

also true for the white instrumental and intellectually oriented students.

(3es Table 116 in Appendix 1).

An analysis of the content of student-faculty.interaction
outside of class was not significantly related to students
higher in instrumental or intellectual orientations. None of
the following four content areas in Question. 84 were signifi-
cantly related to students higher in either orientation:
discuss a personal problem; ask a question about a course;
just chat; discuss work I do for.him. (See Appendix C for
Questionnaire) There was a significant relationship, at the
4L05 level, 1.,:.:ween students higher in intellectual orientation
and discussing an intellectual topic of mutual interest with
faculty outside of class. There was no significant relation-
ship between students higher in instrumental orientation
and this variable.
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The black and white Intellectuals appear simil r in their

diservalantment with their formal educational experience both in the

classroom and In their lack of Involvement with faculty.

Bota black and white intellectuals waat to know students from different

backgrounds, want to have intellectual e changes with fr ends,

and value esthetic experiences. The intellectual student tends to be

put off by classes which they feel are not stimulating, and does

not feel getting to know and talking with faculty is as -mportant as

the instrumentally oriented student. The instrumentally oriented

stud nt finds the classes stimulating and feels that his acquaintance

with faculty has been a particularly meaningful experience for him.

It appears that the present undergraduate educational program in a

large university is not particularly attractive to the intellectual

student,neither black nor white. By failing to challenge him in the

classroom, the intellectual student seeks stimulation elsewhere,

and tende to find stimulation in his peer g _up, by reading beyond the

class assignments, and independent reading.

4. Self-Reported Changes

In addition to the importance placed on various types of academic

experiences, the Influence of the college experience can also be assessed

through self-reported changes in various areas. I have already discussed

the self-reported increase in ambition and enthusiasm for learning by

instrumentally ioriented students In the previous section of this chapter

dealing with perceived atmosphere of Michigan, p. 93.

Three additional areas of change involve study habits, interest in art

and music,- and attitudes toward traditional moral and religious beliefs.
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Consistent with the Imp- tance placed upon academic preparation,

Instrumental atudents reported improved study habits while there

was no correlation between students of intellectual orientation

and change in study habits. The Intellectually oriented students

Indicated increased interest In art and music while the Instrumental

students did not report any change in their aesthetic interests.

The third area In Which the college experie_ce has been influential

involves attitudes toward religious beliefs and toward sexual standards

and values. A higher proportion of change was reported In the attitude

toward sexual mores than toward religious beliefs, with the predominant

change In both areas In the direction of less acceptance of traditional

beliefs. It is interesting to note that approximately equal proportions

of men and w- en report a change in religious attitudes but change in

sexual standards and values occurs more frequently among women than men.

The following table Indicates the responses to these questions.



TABLE 36

Frequency Distribution of Attitudes
toward'Traditional Rell tOus Beliefs

Black Qpportunity S udents

Q. 75i. To what extent has the college experience influenced
your attitude toward traditional religious beliefs?

Men-- Women

(1) Much-less acceptance
of traditional religi us
beliefs 7 12 6 10

Somewhat less
acceptance 17 29 16 26

(3) No change 29 50 35 57

(4) Somewhat greater
acceptance 5 3 5

(5) Much greater
acceptance 2 4 1 2

TOTAL 58 100% 61 100%



TABLE 37

Fregyencv Distribution of Attitudes
toward Sexual Standards

Black Opportunity tuc,____

75j: To what extent has the college experience influenced
your attitude towurd sexual standards and values?

(1) Much more liberal
and non-traditional

(2) Somewhat more liberal
and non-traditional

3) No change

(4) Somewhat more traditional
and conservative

) Much more traditional
and conservative

TOTAL

Men Women

6 10 9 15

23 40 34 56

28 48 15 24

2 1 2

0_ 0 2

58 100% 61 100%
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The correlation between attitudes toward traditional religious

beliefs and traditional sexual standards and values for all respondents

(N=277) was +031 which is significant beyond the .01 level.

The analysis of attitudes toward religious beliefs and sexual standards

among Instrumental and intellectually oriented black Opportunity

students is presented in the following tables.
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You will note an increasing value of the mean, of the

instrumental orientation as the responses move from "much less

acceptance of traditional beliefs (more liberal)" toward "no change.

This trend among the instrumenti.11y oriented students away_ rom

non-traditional or liberal attitudes suggests a continued acceptance

of traditional religious beliefs and sexual standards.

The responses to questions concerning meaningful experiences at

the University appear consistent with the orientations cf these students.

The imp° tance which students of inst u ental orientations place on

course work and doing well academically, combined with the academic

pressure they experience, is consistent with their concern for effective

study habits. It is very likely that as freshmen these studen s had

less effective study techniques and consequently had the greates

opportunity to experience improvement in this area. Similarly, the

intellectually oriented students have a significantly higher interest

in esthetic concerns than instrumentally oriented students, and are

more likely to attend concerts and art exhibits. The tendency of

students with instrumental orientations to indicate less, if any,

change in their attitude toward traditional religious beliefs and

sexual standards is consistent with their greater desire for structu e

and with their tendency to participate less than students of intellectual

orientations in discussions which challenge existing beliefs.
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As mentioned earlier, the most interesting findings concerning

meaningful student experiences were those Involving a "cultural-

cosmopolitan. 'broadening" and a "search for Identity." A cultural-

cosmopolitan broadening Index was composed of the following three

variables by factor analysis.

The importance placed on "learning more
about literature, art, and music;"

The importance placed on "meeting new types
of people I have never met before;"

The importance placed on "develoring better
patterns of speech"

The correlation and factor loadings of these variables Ii forming

the '!cultural-cosmopolitan broadening" index are given in a f-)le ill

in Appendix H. The correlation of these variables with instrl_aental

and intellectual orientations is given in the following table.
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TABLE 39

'Correlation _of Cultural-Cosmo.olitan Broadenin
Variables and Orientations among

Black Opportunity Students

Variable

Cultural-Ccsmopolitan
Broadening Index

Importance of learning
more about literature.
art, and music

Importance of meeting
new types of nennle

Importance of developing
better patterns of speech

* *

=.05

=.01

15

Orientation

Instrumental Intellectual
N'= 118 'N = 110

0.26
**

0_19

0 02

0.

**
0.24

0.16

**
0.36

0.04
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I find the high correlation (4.01) between this index and instrumental

and Intellectual orientation particularly interesting. (Thi- high

relationship (4.01 level) exists for all five orientations in the

study). This means that all students, regardless of o ientation, feel

that these culturally broadening exper ences are very impotant.

The importance of specific experiences within the areas of

cultural broadening does vary with student orientation. Learning more

about music, art and literature ( .05) and developing better patterns

of speech (4.01) are correlated with instrumental orientations

while learning about music, art and literature ( 05) and "meeting

types of people I have never met before" (4.01) are correlated with

Intellectual orientations. These findings present a somewhat self-

denigrating description of the instrumental student for whom academi

occupational preparation and -aising my social or economic status"

is also Important. The instru entally oriented student appears to be

saying that in spite of, or in addition to, their goal orientation,

they are concerned with self-betterment and want to learn more about

music, art and literature, and develop better patterns of speech,

while in college.

A second area which Involves virtually all students is a broadly

de-ined "search for Identity." Two identify areas identified by means

of factor analysis I refer to as a "self-searching aspe " and a

"philosophical search-for identity." The self-searching aspect involves

rwo items from Question 70 in the'QOAStiOnnaire, "the importance of

being on my own--the sheer experience of being dependent" and "the

Importance of self-discovery, self-insightthe discoVery and develop-
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ment of new Interests and talents. The second area to which I refer

as a "philosophical search for identity" is a combination of three

interrelated items from Question 50: the importance -f "developing a

a well thought out philosphy of life;" "developing my understanding of

people and the factor_ which influence their feelings, thoughts,

and adtions;" and "finding a sense of purpose in life." The correlation

and factor loadings of these variables in forming the two identity

indices are given in Table 112 In Appendix H. The correlations between

identity issues and instrumental and intellectual orIentatIons is given

in the following table.
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TABLE 40

Ide_aLLLL_Y_Jx.cLWLLALaand Orientations among Black Onportunit Students

Orientation

Idntity Area
I s rumental

- 118'
Intellectual

110

"Self-Searchin As ect" Index 0.22 0.19*

0.06
Being independent .**

0.30

Self-discovery;self-
**insight 0.07 0.25

For_Identitv" Index 0.16 0.19
*

Developing a philosophy
of life - 0.01 0.11

Understanding people 0.07 0.18

Find a purpose in life 0.28 0.13

* *

.05

.01

Positive correlation indicates that students
higher in the given orientation mOre frequently
feel the particular experience is important

Negative correlation indicates that students
higher in the given orientation less frequently
feel the particular experience is important
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The important aspect of the Identity factors is that students

of both orientations are dealing with the question of self identity.

Certain aspects of the Identity question hold greater importance for

students of specific orientations; that is, students vary in the degree

of importance which they place on certain identity is ues. When the

two variables composing the "self-searching" identity area were analyzed

by orientations, we find that the importance of "being on my own, the

sheer experience of being independent" Is highly correlated with

instrumental orientations (4.01). While not statistically significant

there is a definite trend that increasing intellectualism is related

to increased importance of self-discovery, self-insight--the discovery

and development of new interests and talents."

When the area to which I refer as "philosophical search for

identity" Is analyzed by orientations, students of instrumental

orlentati- s place greatest importance on "finding a sense of purpose

in life" (d.0l) while the Intellectual students place greatest importance

on "developing my understanding of people and the factors which Influence

their feelings thoughts, and actions," ( .05). The importance which

instrumental students place on finding a sense of purpose in life and

developing a philosophy of life is interesting because it implies an

openness to new experiences. Students of instrumental orientations

come to college with specific goals, oriented toward classwork,

desirous of a definite structure, and yet they feel that something

which is very important In their college experience is finding a sense

of purpose on life and thinking through my philosophy of life.
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Vocationalism, at least among black students, is tied to the issue

of relevance. The conceptual interests among students of intellectual

orientations may explain their greater Involvement in developing greater

understanding of people rather than finding a sense of purpose in life

which characterizes students of instrumental orientations.

While very little research has been done to differentiate

identity issues, or to determine if an evaluation of identity needs

exists in the Maslowlan sense (--imilar to Maslow's hierarchy of needs),

It seems likely that "finding a sense of purpose in life" is a more

fundamental, more basic, identity issue which precedes considering

one's relationship with others. It seems logical that one needs to

have settled, or at least be generally satisfied with his interpre-

tation of some purpose in life before attempting to understand other

people. Whether such an evaluation among identity issues exists may

be an area for further research.
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D. _Summary

1. Differences in Black-White Responses
to Race Relations qestIons

Underlying attitudes toward their educational experience is

the predominant feeling among black students of a superficial

acceptance by whites, including both the Opportunity students who are

the foci of this study and the black random sample students.

In response to a question inquiring, "in what ways have your ideas

about race relations changed at Michigan," black students report more

antagonistic feelings toward students of other races and a greater

belief in separatism than Integration. These perceptions contrast

with those held by the white students and represent the most

significant racial differences in the study.

The fact that blacks feel more antagonistic toward whites during

their experience at Michigan is a problem. The issue is not that this

is a problem at the University of Michigan, but a problem which probably

occurs at other institutions as well. The University must be aware of

the incre sing polarization between blacks and whites and take steps

to ameliorate a potentially disruptive situation.

2. EE21212msExeriencedl

The most significant problems experienced by black Opportunity

students as a group involved the following four areas: (1) academic

press and resulting self-questioning; (2) a feeling that the system

is against them; (3) feeling lost and overwhelmed by the University;

and (4) experiencing difficulty in joining groups. it-fi-fth problem

experienced by students regardless of race or orientation involved
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a lack of interest in courses and/or a lack of self-discipline, and

poor study habits, three highly related variables.

When analyzed by orientations, it is evident that students with

instrumental orientations tend to perceive an environment which is

not supportive for them, in marked contrast with students of intellectual

o lentstions. Wth the exception of a lack of interest In courses,

each of the above problems are m re highly related to students higher

in Instrumental orientations than to stUdents higher in intellectual

orientations. The instrumentally oriented students, those who want

to do well in their coursework and become well prepared occupationally,

feel tremendous pressure in the academic area. The whole idea of college

d academie pressure is wrought with tension for the instrumentally

oriented students. Within the area of academic press and resulting

self-questioning, the instrumental students identified competition,

anxiety about grades, and a "questioning of my academic abilities,

not doing as well as I h d expected': as significant problems.

These students are

in terms of "exams

and "unfairness in

also more likely to feel the system is against them

which don't permit me to show what I really know"

grading," while students with intellectual

orientations do not experience either of these problems.

The "system-blame" factors take on additional significance when they

are combined with the lack of supportiveness perceived by black

students in general and particularly by students of instrumental

orientations. When problems of competition for grades and experiencing

difficulty joining groups are combined with taking exams which "don't
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to show what I really know" and a feeling that the g ading

is unfair, it becomes clear that the students with in t umental

orientations do not feel part of the academic mainstream In contrast

with the intellectually oriented students for whom these factors pose

less of a problem.

The problem which the intellectually oriented students

experience tend to involve interpersonal relationships rather than a

questioning of academic competency. Students higher in intellectual

orientation more often experience a feeling of social Isolation

and loneliness than students higher in Instrumental orientations.

Intellectu lly oriented students indicate they are "unable to find

individuals or groups who were congenial and with whom I felt happy"

and "feel isolated and lonely."

Important and Meaningful Expe iences

The most important experiences of the black Opportunity students

involve academic experiences--the importance of faculty and course-

related experiences; culturally broadening experiences, and a search

for Identity. Both the course related experiences and the importance

of "getting to know faculty, seeing and talking with them outside of

class" are more important to the students higher in the instrumental

than intellectual orientations. The instrumentally oriented student

has found the classes challenging and is generally satisfied with his

academic experience, despite considerable self-questioning concerning

whether they will be academically successful. The Intellectually

oriented students, having broader conceptual and esthetic interests,

finds the classroom work,--lectures, reading, and discussions of less
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Importance than the instrumentally oriented student and is les

satisfied with his academic experiences.

The importance attributed to working with and getting to know

faculty is of greater importance to the instrumentally oriented black

students than the black intellectual. White faculty do stimulate the

instrumentally oriented black students, but have little effect upon

the black intellectuals. These results are also true for the white

instrumental and intellectually oriented students. The black and

white intellectuals appear similar in their disenchantment with the

traditional educational experiences, both the classroom experience

and the lack of involvement with faculty. The intellectual student

tends to be put off by classes which they feel are not stimulating,

and they do not feel getting to know and talking with faculty is as

important as the Instrumentally oriented student. The instrumen ally

oriented student finds the classes stimulating and feels that his

acquaintance with faculty has been a particularly meaningful experience

for him. It appears that the present undergraduate educational

program in a large university is not particularly attractive to the

intellectual student, neither black nor white. By failing to challenge

him in the classroom, the intellectual student seeks stimulation else-

where, and tends to find stimulation in his peer group by reading

beyond class assignments and independent reading.
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All students regardless of orientation, feel that the

"culturally broadening experiences" are very important.

(The three variables include: "learning more about literature,

art, and music;" "meeting new types of people;" and "developing

better patterns of speech.") The Instrumental students place

greater importance on learning more about music, ,art, and literature

and developing better patterns of speech, while the Intellectually

oriented students tend to stress the importance of esthetic experiences

and "meeting new types of people I have never met before."

These findings present a somewhat self-denigrating description of the

instrumental student who appears to be saying that, in spite of, or in

addition to academie-occupational preparation related to raising their

social or economic status, they are concerned with self-betterment and

want to learn more about music, art, and literature, and develop better

patterns of speech while in college.

Students of both orientations are dealing with the question

of self-identity. Certain aspects of the identity question hold

greater Importance for students of both o ientations; that is,

students vary in the degree of importance they place on certain identity

issues. The importance of "being on my own, the sheer experience of

being independent" is highly correlated with instrumental orientations.

There is a definite trend, although not statistically significant, for

increasing intellectualism to be related to increased importance of

"self-discovery, self-insight,--the discovery and development of new

inte ests and talents.
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Students of instrumental orientations place greatest importance

on "finding a sense of purpose in lifett while the intellectual students

place greatest importance on "developing my understanding of people

and the fa tors which influence their feelings, thoughts, and=actions."

The importance which Instrumental students place on finding a

sense of purpose in life, and developing a philosophy of life, is

interesting because it implies an openness to new experiences.

StUdents of Instrumental orientations come to college with specific

goals, oriented toward classwork, desirous of a definite structure,

and yet they feel that finding a sense of purpose in life and thinking

through a philosophy of life are very important in their college

experience. Vocationalism, at least among black students, is tied

to the issue of relevance. The conceptual interests among students

of intellectual Orientations may explain their greater involvement

In developing greater understanding of people rather than finding a

sense of purpose in life which characterizes students of instrumental

orientations.



CHAPTER VI

Peers And Referent Fl ures

The major thrust of this chapter is to analyze the peers
and referent figures of Opportunity Award students. In the analysis,
I will look at the following factors: the extent to which students
and/or faculty are chosen as friends and as referent figures; the
extent of interracial friendships; the relationship between student
orientation and the selecti n of a student or faculty referent figure;
the relationship between student orientation and the race of the
referent figure. I will also explore the reasons motivating the
respondent-referent figure relationship and the types of relati n-
ship which exist. By type of relationship, I mean the extent to
which the respondent- eferent figure relationship is exclusive to the
respondent or if this relationship is shared by other students in
addition to the respondent. Finally, I will discuss the relationship
between r ferent figures and academic aspirations and performance.

Peers

1 Identity of Peers

We know from previous research that students will usually
choose students rather than faculty as their best friends.
My hypotheses regarding the selection of peer groups were the
following:

l. Black Opportunity students will choose other blackstudents rather than white students as friends,although there will be a limited degree of interracial
friendships.
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2. Intellectually oriented black students will choose
white friends more frequently than instrumentally
oriented students.

The rationale for the selection of white rather than black students

as friends lies in the reason motivating the friendship.

I hypothesized that intellectually oriented students will choose

friends with whan they can share ideas and enjoy intellectual exchange.

Due to the predominantly white student population, the intellectually

oriented blacks will be more likely to meet white rather than black

intellectually oriented students. Beeause of theIr common interests,

black intellectuals will be more likely to select an intellectually

oriented white student than Instrumentally oriented black student.

Because of the academic pressures which students with Instrumental

orientations experience, they are likely to ehoos- friends with whom

they could share emotional support, and these would most likely be

other black students. These two hypotheses were supported although

the rationale underlying the friendship selection was not particularly

conclusive. This will be discussed In detail on pages 166-167.

Students were asked to identify their three best friends at the

University of Michigan as indicated below. (See Appendix C for

Daestionnaire )

Q.31. First, who would you say are your three best friends
here at MIchigan--the people you feel pretty close to,
whether fellows or girls, fellow students or anyone
else in your life at the University.

Please print the names of these friends in the appro-
priate spaces below and indicate their sex, race, and
class year.
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Please name three friends, even if some of these are
not as close as the others.

(Remember, we are interested in your three closest
friends In your life here at Michigan, including
wen and women, students and non-students).

For-a large portion of the analysis, I utilized responses to

the questions involving the three friends. In analyzing the content

of and reasons for the basis of the friendship, I focused the analysis

on the person identified as Friend 1.

Analysis of the total 277 respondents provided the following

description of Friend 1. Ninety-two percent (92%) are undergraduate

students, four percent (4%) are graduate students, two peL--cent (2%)

are non-studen s, and one percent (1%) were teaching fellows or

faculty. There was no significant difference in these responses for

any of the four groups of students: White Opportunity; White Random

Sample; Black Opportunity; Black Random Sample. 1

The data on interraciaJ friendships is more interesting, as

indicated beluw.

As a research note, the very low nonresponse to the friendship
questions should allay reservations other researchers might
have about such questions. Prior to distributing the question-
naire, I was uncertain whether students were willing or able to
identify their three best friends. Confidentiality was guaranteed
and Instructions suggested referring to friends by Initials
rather than giving full names. Students were able to identify
three friends with less than a two percent nonresponse rate.
From a total sample of 277, the nonresponse for Friends 1-2-3
was only two, five, and six respectively.
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18 percent of the black Opportunity students
chose a white student as their best friend
(21/119)

20 percent of the black random sample chose
a white student as their best friend (11/54)

10 percent of the white Opportunity students
chose a black student as their best friend
(4/40)

None of the white random sample chose a
black student as their best friend

Turning to the responses of the black Opportunity students,

I will discuss the Identity of their best fiend and important aspects

in the respondent-best friend relationship. A comparison of st dents

with instrumental and Intellectual orientations indicated those who

choose a black rather than a white student as their best friend were

higher in Instrumental orientation (<.05). (See Table below).

The probable selection of a black friend increased with an Increase in

Instrumental orientation: the higher the instrumental orientation,

the greater the probability that F-iend 1 will be a black student

(<.01). When the racial Identity of the respondent's three friends

were analyzed for racial differences, instrumental students are likely

to hev- none or no more than one white friend, significant at

.05 level. Increased f-equency of listing white students among the

.three best friends was associated with a lower Instrumental orientation.

In c ntrast to the predominantly black friendships of instrumentally

oriented students, the Intellectually oriented students tended to

choose a white student as their best friend, significant to the

4C.10 level.
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TABLE 41

Relationshi between Ins
0 ientations and the Selecti

umen el and Intellectual
i-i of White or B

Black Opportunity Students

Race of Friend 1
In

lack Friends

u_ental Orientation
Mean S.D.

White 21 18 10.19 3.17

Black 93 82 11.98 2.97

TOTAL 114 100% 11.65 3.08

F (1,112) = 6.043 4(.05)

Race of Friend 1
Intellectual Orientation

Mean

White 21, 20 60.38 13.57

Black 86 80 54.27 12.99

TOTAL 107 100% 55.47 13.27

F (1,105) 3.674 ((.10)
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As indicated in Table 42, there Is a tendency for students higher

in intellectual orientation to have more white friends.

TABLE 42

Relationship between_Instrumental and Intellectual
Orientations and the Number of White Friends

Black Opportunity Students

Number Of
White Friends

None

One

Two or Three

TOTAL

Number Of
White Friende

Instrumental Orientation

Mean S.D.

66 60 11.88 2.79

29 26 12.03 3.52

16 14 10.06 2.86

111 1007 11.66 3.05

F (2,108) = 2.656 (4.10)

Intellectual Orientation

Mean

None 61 59

One 27 26

Two or Three _16 15

TOTAL 104 1007

F (2,101 = 1.945 (NS)

53.43

55.70

55.12

12.88

14.40

.13.23

*A higher intellectual orientation is significantly related (.05) to
more white friends when no white friends is compared with two white
friends.
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To determine the significance of this relationship, a t-test of the

means of intellectual orientations for students having no white

friends (53.43) and those having two white friends (61.23) was

significant at the .05 level. It is Important to realize that those

who choose black friends were higher in Instrumental orientations

and those who choose white friends were higher in intellectual

orientations.

The relative Importance of the three best friends at Michigan

was determined by asking the -espondent to compare his three be- t

friends at Michigan with his three best friends generally, without

limiting the friendships to the university environment. While there

was no distinction between the three Michigan friends and having an

Instrumental orientation, there was a tendency for those students

who included one or two, but not all three of their Michigan friends

among their best friends to be higher In intellectual orientations.



T
A
B
L
E
 
4
3

C
o
m
p
a
r
i
s
o
n
 
o
f
 
T
h
r
e
e
 
M
i
c
h
i
g
a
n
 
F
r
i
e
n
d
s

a
m
o
n
g
 
B
e
s
t
 
F
r
i
e
n
d
s
 
R
e
l
a
t
e
d
 
t
J
 
O
r
i
e
n
t
a
t
i
o
n
s

B
l
a
c
k
 
O
p
p
o
r
t
u
n
i
t
y
 
S
t
u
d
e
n
t
s

Q
.
 
3
9

W
e
 
h
a
v
e
 
b
e
e
n
 
t
a
l
k
i
n
g
 
a
b
o
u
t

y
o
u
r
 
t
h
r
e
e
 
b
e
s
t
 
f
r
i
e
n
d
s
,
 
a
t
 
M
i
c
h
i
g
a
n
.

S
m
p
p
o
s
e
 
w
e
 
d
i
d
n
'
t
 
r
e
s
t
r
i
c
t
 
t
h
e
,

q
u
e
s
t
i
o
n
 
t
o
 
M
i
c
h
i
g
a
n
,
 
b
u
t
 
a
s
k
e
d

y
o
u
 
t
o
 
n
a
m
e
 
y
o
u
r
 
t
h
r
e
e
 
b
e
s
t
 
f
r
i
e
n
d
s

g
e
n
e
r
a
l
l
y
,
 
w
h
e
r
e
 
w
o
l
!
l
d
y
o
u
r

M
i
c
h
i
g
a
n
 
f
r
i
e
n
d
s
 
f
i
t
 
i
n
?

A
l
l
 
o
f
 
m
y
 
t
h
r
e
e
 
b
e
s
t
 
f
r
i
e
n
d
s

a
t
 
M
i
c
h
i
g
a
n
 
a
r
e
 
m
y
 
t
h
r
e
e
 
b
e
s
t

f
r
i
e
n
d
s
 
g
e
n
e
r
a
l
l
y
.

T
w
o
 
o
f
 
m
y
 
f
r
i
e
n
d
s
 
a
t
 
M
i
c
h
i
g
a
n

w
o
u
l
d
 
b
e
 
i
n
c
l
u
d
e
d
 
i
n

a
 
l
i
s
t

o
f
 
m
y
 
t
h
r
e
e
 
b
e
s
t
 
f
r
i
e
n
d
s

g
e
n
e
r
a
l
l
y
.

O
n
e
 
o
f

y
 
f
r
i
e
n
d
s
 
a
t
 
M
i
c
h
i
g
a
n

.

w
o
u
l
d
 
b
e
 
i
n
c
l
u
d
e
d
 
i
n

a
 
l
i
s
t

o
f
 
m
y
 
t
h
r
e
e
 
b
e
s
t
 
f
r
i
e
n
d
s

g
e
n
e
r
a
l
l
y
,

T
O
T
A
L

I
n
s
t
r
u
m
e
n
t
a
l

I
n
t
e
l
l
e
c
t
u
a
l

O
r
i
e
n
t
a
t
i
o
n

O
r
i
e
n
t
a
t
i
o
n

M
e
a
n

S
a
l
,

2
5

2
3

1
2
 
7
2

2
.
8
6

4
3

4
1

1
1
.
4
2

2
.
7
7

3
8

3
6
,

1
1
 
3
2

3
.
3
7

1
0
6

1
0
0
%

1
1
.
6
9

3
.
0
5

F
 
(
2
,
1
0
3
)

.
 
1
.
9
1
8

(
N
S
)

N
%

M
e
a
n

S
,
D
,

2
4

2
4

4
9
.
3
3

1
2
.
8
4

4
0

4
1

5
8
.
5
0

1
1
.
0
3

3
5

5
6
.
0
3

1
5
.
1
1

9
9

,
3
5
.

1
0
0
%

5
5
.
4
0

1
3
.
3
9

F
 
(
2
,
9
6
)

=
 
3
,
7
7
3

(
.
0
5
)



159

As indicated in the following table, there was a tendency for

the respondent to have known Friend 1 for a longer period of time

than Friend 2 or 3. Respondents indicated that their acquaintance

with Friend I began prior to Friend 1 coming to the University of

Michigan 26 percent of the time, compared with 21 and 19 percent

respectively for Friends 2 and 3. These percentages were approximately

the same for all respondents in the entire study.

TABLE 44

euency
Regarding Beginning of_ Friendshi- with

Three Beat_ Friends

11.J.1_2222.1ImEity_§_tiA2LILa

32 Did you know this person before he (she) came to
the University of Michigan?

Friend One. Friend Friend Three

N

_Two

N % N %

(1) Yes 31 26% 25 21% 23 19%

(2) No 87 73% 93 78% 95 80%

Not Ascertainable J. 1% 1 1%

TOTAL 119 100%

_1

119

_1%

100% 119 100%
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TABLE 44--Continued

Q. 38 When would you say you became good friends with
each of these people?

Friend One F lend Two Friend Three

1) After my junior year 4 3% 5 4% 8 7%

2) During my junior year 8 7% 13 11% 10 8%

3) During sophomore year 17 14% 17 14% 18 15%

4) During freshman year 67 57% 60 51% 66 56%

5) Du ing high school 12 10% 11 9% 11 9%

6) Before high school 10 8% 11 9% 5 4%

Non Ascertainable
1- 1% 2 2% 1%

TOTAL 119 100% 119 100%

_1

119 100%

One indication of the black student's Isolation is that

twenty-six percent of the blacks (and the whites) knew Friend 1

before attending the University. This has Implications for a

diminished Impact of the college upon the student since these

students continue their relationship with a precollege acquaintanze.

Another question concerning the student's friendships at

Michigan involved that studenes perception of his or her parent

approval of the three friends.
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40 Now, we'd like to know how other people important
to you might feel about your friends.

First, let's take your parents. Is there anything
about any of these three friendships that your
parents would not completely approve of, for any
reason?

(1) Yes

(2) No

(IF YES) Which friendships would your parents
disapprove of, and why would they
disapprove?

Ninety percent of the respondents felt that there wag nothing

about any of their three friends of which their parents might

disapprove; ten percent felt their parents would not approve their-

friendships. Students with higher instrumental orientations

generally perceived parental appr val of their three friends while

students with lower instrumental orientations were more likely to

perceive disapproval In their fr endships, significant at the .10

level. Among the Intellectually oriented students, ehere was a

tendency for those who perceived parental disapproval to have higher

intellectual orientations than those who perceived parental approval.
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TABLE 45

Relationshi of Instrumental and Intellectual Orientation
to Perceived Parental Approval of Their Friendships

Black Opportunity: Students

Instrumental Orientatio

N % ean S.D.

Perceive parental disapproval 11 9 10.01 2.39

Perceive parental approval 105 91 11.89 3.05

TOTAL 116 100% 11.72 3.03

F (1,114) = 3.599 (<.10)

Intellectual Orientations

Mean

Perceive parental disapproval 12 11 39.38 11.43

Perceive parental approval 95 89 54.48 13.26

TOTAL 108 100% 55.05 13 12

F (1,106) - 1.625 (NS)

The reasons for the perceived'parental disapproval encompassed

a broad spectrum with too small a response to justify coding

and separate analysts. The following reasons were listed: racial

differences; social-dating relationships in which racial factors

may or may not (such as dating married person) have been present;

"hipple-non-confo iu- types;" and religious differences.

1
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We can now begin to piece together the picture of th friend-

ships of the black Opportunity students with high intellectual

orientations. Ln comparison with instrumental stIsdents and students

of lowe- intellectual orientations the more intellectual oriented

black students will be likely to: select a white rather than a black

student as his best friend at the University; establish friendships

th a greater number of white students; and will tend to perceive

parental disapproval of one or more of his friends at the University.

These findings regarding the friendships of black students are perhaps

the most significant of the entire study.

2. The Types of Relationships with the Best Friend

This section focuses on the shared interactions of the

respondent and the individual identified as Friend 1, which I have

referred to as "best friend." Two interaction fa tors which were

related to orie:tations involved the simila-'ty of academic major

and the frequency of discussions regarding academic work.

Other questions regarding propinquity, frequency of interaction,

stmil- ity of classes and an analysis of important aspects of the

respondent-best f lend relationship had no significant correlation

with orientation. See Table 117 in Appendix J for frequency and per-

centage distributions of these variables.

Similarity of academic major between the respondent and his

best friend was significantly related (A.05) to the student's.

Intellectual orientations but not to the student's instrumental

orientations. (See Table 46 below). -.There was a trend for the
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strumental students to discuss course work more frequently with

their b st friend (significant at the4C.10 1 v 1); there was no

relationship for the intellectually oriented students. Discussion of

course work among instrumental students is consistent with their

orientation and the academic pressures which they exper3_ence. Students

with intellectual orientations discuss course work with their best

friend less frequently and are probably more likely to discuss issues

not specifically related to class work.

183
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A series of questions attempted to analyze the important aspects

of the respondent-best friend relationship. Students were asked to

indicate the exteat of importance among sixteen possible factors in

their relationship. Subsequent analysis reduced these factors to

three indices in the respondent-best friend relationship: a sharing

of emotional support and dependency; a sharing of intellectual

stimulation; and an emotionally relaxing relationship.

My hypotheses regarding the reasons for the respondent-best

friend relationship were the following:

1. Students with instrumental orientations will
choose friends with whom they can establish
an easy, relaxing relationship and share
emotional support.

2. Studen s with intellectual orientations will
choose friends with whom they can explore new
ideas and have intellectual discussions.

The rationale for instrumentally oriented students seeking

an easy, relaxing relati-tship and sharing emotional support is based

on the academic pressure and resulting self-questioning which they

experience in the academic env17_onment. Because the academic area

is fraught with tension and anxiety for the instrumental student,

they are likely to establish a friendship with someone with whom

they can relax, sha e their personal apprehension, and from whom they

can receive emotional support. Intellectually oriented ptudents will

establish friendships with someone with whom they can discuss ideas

and gain from the intellectual stimulation.
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The questions regarding the Important aspects underlying the

relationship with Friend I were not highly related to either

orientation. There was a t ndency, however, for instrumentally

oriented students to establish an emotionally relaxing friendship;

the higher the instrumental orientation, the greater the Importance

of establishing an emotionally relaxing relationship with your best

friend, significant at the .10 level, as indicated in the following

table. In general the results with these questions were not

conclusive, The - questions were taken from the Michigan Student

Study where they h-,,e also proved of limited value in the data analysis,

which suggests poor construct validity.
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TABLE 47

Relationshi of Instrumental and Intellectual Ori ntation
with Emotionally Relaxing Relationshi Index

Black Opportunity Students

Instrumental Orientation

(1) High in Instrumental
orientation

) Average in In trumental
orientation

(3) Low in instrumental
orientation

TOTAL

38 33

35 30

43 37

116 100%

= 2.840

Intellectual Orientation

High in intellectual
orientation

(2) Average in Intellectual
orientation

) Low in intellectual
orientation

TOTAL

ean

5.39 1.52

5.23 1.03

4.74 1.24

5.10 1.30

0(.10)

ean S.D.

37 34 4.95 1.43

37 34 5.32 1.18

34 32 4_.94 1.39

108 100% 5.07 1.34

F (2,105) 0.985 (NS)

Ic

Range of emotionally-relaxing relationship index: 0-6;
6: an emotionally-relaxing relationship is important

See Table 113in Appendix H for formation of
Emotionally Relaxing Relationship Index.
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Referent Fi-ures

1. General InforTation

One of the things I wanted to do in this study was to at-e-pt
to make a distinction between friendships and refe ent figures, or
the persons whom students admire. Peer:3 are a kind of referent figure,
to be sure, but I wanted to look at another kind of refe_ent figure,
a person whom students emulate ac a role model. It is possible for the
referent figure to be one of the three best friends, but, as we will
see, there is a definite difference between the selection of a friend
and a referent figure.

The analysis of referent figures focused on one or two
individuals whom students admire in their life at the University.
The only stipulation in the selection of _he referent figure was that
they live in Ann Arbor although not nece-sarily be connected with;

the University.

Q. 44 Another important thing we hope to learnin this study is the role certain peopleplay in college life. Many of us have mode1s,people whom we admire and attempt to follow.Please indicate two persons whom you particularlyadmire.

Remember, we are interested In the A:wo personswhom you admire in your life he_re_at Michign,including men and women, students and non-students. They may or may not be within yourthree best friends. They should be people inAnn_Arbor who are "part of the Michigan scene"although not necessarily here at the University.
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The respondent Indicated the following information about the

referent figure: sex, race, whether a student or non-student, and if

a student the year of the student. 2
Respondents were then asked

Indicate why they admired Person A aud Person P.; these responses

we e then coded. In addition to the reasons for admiring the

particular individual, many of the responses included information

regarding the type of relationship between the respondent and referent

figure that Is, whether the relationship was a personal relationship

"with me, with students in general, and whether the referent figure

actually served as a model --- the respondent.

The reasons for admiring the referent figure were grouped into

four -jor areas: (1) motivational; (2) academic-occupational; (3)

combination of acadeamic-occupational and "professionally related"

factors; and (4) personality fa-tors. The distinction between academic-

occupational factors (#2) and the combination of academic-occupational

and "professionally related" factors (13) is the extension of professional

interest into the personal ata, while the academic-occupational factors

(#2) are impe- onal and indicate actual competence in the academic or

occupational area. Examples of typical responses identified in the

four areas are given below:

When a faculty member was identified, students usually
indicated "Professor" or "Dr." in the name or yeat
spaces and checked "non-student." I then used a faculty
and staff directory to confirm faculty status.
Another time, I would suggest listing the options of
undergraduate student, graduate student, faculty, staff,
and non-student to clarify referent figure identification.
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1. Motivational factors

The referent figure was described as: confident about
his abilities, dedicated, ambitious, provides me with
incentive; makes me do my best.

2. Academic7occupatipnal'factors_

The referent figure: tcnows his subject matter;
is professionally competent; Is a skilled effective
teacher; has made educational accomplishments;
has great intellectual ability; takes part in many
professional activities.

Combination of a ademic-a ccu.ational and rofessionall
related_ factors

The referent figure: is interested in students, gave
help, advice; showed a personal concern about my
progress; was a sensitive and understanding professor;
was frik_adly and receptive; made me aware of intellec ual
concepts; combined sensitivity with brillance.

4. Personality factors

The referent figure: was sen_itive and understanding;
was friendly and receptive; relates well to others;
has high personal esteem; is kind. Other camments
included: independence of thought; realistic; enjoys
a full, happy life; his approach to life; thoughtful,
conscientious; fairness, truthful; sincere.

The type_of respondent-referent figure_relationshiR was either

(1) a modeling relationship, in which the respondent actually stated

the referent figure served as a model for him; (2) a personal type of

relationship with the respondent; (3) a relationship with students in

general, or a combination of these three.

190
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Separate analysis of the reason and relationship was then

performed for student and faculty referent figures to determine if

and in what ways these factors varied with student or faculty referent

figures.

b. Comments on the Results

am Interested La the reacons and types of relatio_ h ps

underlying the respondent-referent figure relationships because

Kelman3 and Raven4 have indicated it Is a crucial aspect of the im-act

a person has. Beyond the Kelman-Raven research, very few studies

of which I am aware have attempted to analyze the reasons and types of

relationships underlying the respondent-referent figure relationship.

Indeed, it is a difficult task. The results of the sophisticated

nuances In the referent figure relationship were interesting in theory

but were not significant. The most impot-:ant aspect of the research,

the relationship of the race of the referent figure to the instrumental

and intellectual orientations of black students, was significant.

I will discuss these results in the following section, but first comment

upon the results based on the responses of the total sample.

3
-Kalman, "Compliance, Identification, and Internalization: Three

Processes of Attitude Change," pp. 140-148.

4
Raven, "Social Influence and P er," pp. 371-382.
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In general, there was a higher nonresponse rate among wen

than women, and among the black Opportunity students than the three

other groups of students (white Opportunity, white random sample,

black random sample). Ninety percent (90%) of the total sample of

277 identified at least one person whom they admired, eighty-five

percent (85%) identified two referent figures. Eighty-six percent

(86%) of the total sample indicated reasons for the referent figure

relations,ip which could be coded into one of the four major

factors, while the Identifiable responses regarding the type of

relationship was approximately sixty-two percent (62%) for both

referent figures. Since the type 3f relationship was not specifically

asked in the questionnaire but coded from the reasons why the respondent

admired the referent figure(s), a lower response rate was expected.

Respondents did not.avcid identifying the race of the referent figure;

if the referent figure was identified, the information regarding sex,

race, and year, or non-student status, was also indicated.

.The lower response rate among the black Opportunity students

may in part be a reflection of the fact that they had fewer referent

figures in the University. Quite a few students actually wrote

"no one admired at the University" so that the non esponse rate may

indicae the lack of referent figures for black students, and particularly

black faculty or staff in the University setting.
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_otheses regarding the identity of the referent figurs

There will be a positive relatioaship between
instrumental orientations and the cho ce of
black referent figures.

There will be a positive relationship between
instrumental orientations and the choice of
studentp rather than faculty referent figures.

There will be a positive relationship between
intellectual orientations and the choice of
white referent figures.

There will be a positive relationship between
intellectual orientations aad the choice of
faculty rather than student referent figures.

Instrumentally oriented students need emotional support

and consequently tend to choose stIdents as ref-!-ent figures.

e studeats will be black. Intellectually oriented students,

because of their orientation, will choose faculty referent figures.

Because the faculty are primarily white, the referent figure of

the black intellectual will be white. The crucial aspect in the

selection of a referent figure Is the choice of a faculty member.

The black intellectual might choose black faculty if they were

sufficiently active and evident in the University community, which is

not true at this particular time the late 1960's..

The following results among the black Opportunity students are

based on the 99 (83%) of 119 respondents who, indicated a referent

figure "A" and 92 (77%) who indicat_d referent figure "B,"

1 u
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Fifty-five percent of the individuals chosen as referent figures

are undergraduate students; 16 percent are graduate students; and

22 percent are a combination of teaching fellows (4%), or faculty-

administrative staff (18%); and 7 percent "other " including non-

students. Approximately thirty-three percent (DI33 of 99) of

individuals identified as Referent Figure A were white; sixty-six

percent black (14=65 of 99) one percent was "other." The percen-age

of interracial referent figures decreased for Referent Figure B to

20 percent white; 78 percent black; 2 percent other. Seventy-eight

percent of the individuals selected as a referent JAgure were not

identified among the three best friends; 22 percent were one )f the three

best iriends. When the identity of Persons A and B were co bined in

the sense of both being students (either undergraduate or graduate)

or both being faculty (excluding teaching fellows) or administrative

staff, 88 percent (N=52) chose students as referent Figures A and B;

12 percent (N=7) selected faculty or adminIstrative staff as referent

f gures A and B. Since the large majority of individuals in the

"faculty or administrative staff" category were faculty, 1 will here-

after refer to this category as simply "faculty." It should be pointed

out, however, that the most frequently mentioned administrator was a

black admissions counselor who assisted many black students in their

admission to the University and provided counseling and emotional

support after their enrollment at the University.
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The most Important La5ults of the referent figure analysis

are the greater select n of black students as referent figures by

instrumentally oriented students and of white faculty as referent

figures by intellectually oriented students. Not every variable

in the analysts (student or faculty, and race) was statistically

significant but the trend toward the selection of these referent

figures Is clearly indicated. For example analysis of referent

figure A indicated that instrumentally oriented students chose a

black referent figure (A.10), but there was no significant relationship

between an instrumental orientation and the selection of a student or

faculty referent figure. An intellectual orientation, however, was

relaf: d to the selection of a faculty member as a referent figure

(<.05) but was not related to the race variable.
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TABLE 48

Rela ionshi pf Instrurriental and Inte1lecto 1
Orientations and Referent_Figore _Selection

o

S.D.

Race of Referent
Figure A_

Instrume-tal:Orlen ation

Mean

White 33 34 10.97 3.21

Black 64 66 12.17 2.79

TOTAL 97 100% 11.76 2.95

F (1,95) 3.64 (<.10)

Intel- c ual Orientati_n
Race of Refere-

Figure A Mean S.D.

White 33 37. 57.70 12 99

Black 63 54.88 13.13

TOTAL

_57-

90 100% 55.91 13.46

F (1,88) = 0.916 (NS)
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TABLE 48--Continued

Studnt or Facult as Referen F ure A

InstrUment l'Orientation

Identity of
Referent Fi-ure N % Mean

Undergraduate 51 58 11.61

Graduate student 19 21 11.79

Faculty 19 21 12.53

TOTAL 89 100% 11.84

F (2,86) = 0.647 (NS)

Intellectual Orientation

Identity of
Referent Figure

Undergraduate 49 60

Graduate student 15 18

Faculty 22

TOTAL 82 100%

Mean

53.88

56.00

63.22

56.32

F (2,79) = 3.243 ((.05)

3.38

2.39

2.43

3.00

S.D.

13.40

12.71

13 60

13.69
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When the results of the referent figure analysis are considered

in their entirety in order to gain perspective on the referent figure

phenomena, the relationship between instruments ly oriented students

selecting black student_ and intellectually oriented students selecting

white faculty referent figures is evident. There w s also a tendency

for the instrumentally oriented students to have more frequent inter-

action with their referent figures than was true of the intellectually

oriented students. The instrumentally oriented students were more likely

t_ get together wi-h their referent figures "almost daily or three to

four times a week" while the intellectually oriented students tended to

meet with their referent figures "once every two or three weeks, or once

a month." These findings logically support the selection of students

and facul-y respectively as referent figures. The relationship between

a student and a faculty member is likely to be more distant, with less

frequent interaction, than the relationship with a student referent

figure.

3. Reasons and T ndent-Referent Fire Relati ash

Hypotheses regarding the reasons and types of relationships

for the respondent-referent figure relationship are the following.

Amollg instrumentally oriented students

Reason: Instrumentally oriented students will
choose referent figures for academic-
occupational reasons. The rationale
is based on the importance attached to
academic and occupational preparation
by the instrumentally oriented students.

Relationship; Instrumentally oriented students
will tend to have a personal relationdhip
with their referent figure. It will not
be a modeling type of relationship.

Therefore, a personal relationship for academic-
occupational reasons will be related to an instrumental
orientation.

198
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Amo- intelle-tuall orient-d students

Reason_: Intellectually oriented students will
choose referent figures for motivational
reasons.5

RelationahiaL An intellectual orientation will be
related to a modeling type of relationship
between the respondent and referent figure.

Combining these two factors, the modeling relationship
for motivational reasons will be related to an
intellectual orientation.

The rationale for the hypotheses involving intellectually

oriented students follows their tendency to select faculty as

referent figures, which implies a more distant respondent-referent

figure relationship than is likely to occur in a student-referent figure

situation. In contrast to the personal type of relationship typical

of student-referent figure relationships, it is likely that the more

distant faculty-referent figure relationship will tend to be a modeling type

of rclati n hip. The selection of a faculty referent figure is likely to

be based on motIvational reasons because the faculty member signifies

the epitome of academic achievement which is important to the

intellectually oriented student.

5
I am aware that most, if not all, behavior is "motivated."
As indicated in p.171, I use the term "motivation" to
iescribe a high level of dedication, ambition, or incentive
expressed by the respondent which he attributes to the
respondent-referent figure relationship.
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There was no significant relationship between either instrumental

or intellectual orientation and the specific reasons or type of

relationship for the respondent-referent figure relationship.

Lacking significant relationships, I will discuss the distribution of

responses to these questions when the referent figure is a student

(either undergraduate or graduate) or's faculty member. The reasons

given for the selection of a student referent figure, which occurred

approximately 80 percent of the time among black Opportunity students,

were the following: personality factors: 67%; motivational factors:

20%; academic-occupational factors: 13%. The type of relationship_ with

a student referent figure was a personal relationship: 65%; a more

general relationship with both the respondent and other students:

22%; and a modeling type of relationship 13 percent of the time.

The identification of personality factors as the reasons for

the respondent-referent figure relationship was not anticipated because

I did not feel that personality factors alone were sufficient reason

to admire a perso7;; that admiration encompassed more than personality

variables. However, the identification of personality factors under-

lying the selection of referent figures is similar to the importance

placed upon an "easy, relaxing, comfortable relationship" in the

student's relationship with his best friend. Seventy-three percent of

all students in the study Indicated that establishing an "easy, relax-

ing, comfortable relationship" with their best friend was a rucially

important" aspect of the friendship. An additional twenty-one percent

rated this factor as a "fairly important" aspect of the friendship,

which means that a total of 94 percent of all students felt that an
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easy, relaxing r lationship is either a "crucial, or fairly important"

aspect of the friendship. Consequently, in the student's relationship

with his best friend, and in the selection of a referent figure,

the easy going, relaxed, comfortable aspect of the relationship appears

to be a basic factor in the selection of friends and referent figures,

beyond which other aspects in the relationship become important, such

as intellectual discussions, activity interests, etc.

Returning to the discussion of referent figures, the following

results of the reasons and relationships with faculty referent figures

are based on nineteen out of a possible 119 (16 percent) responses

and consequently indicate descriptive tendencies rather than statisti-

cally significant results. The reasons underlying the selection of a

faculty referent figure were based on a combination of academic=

occupational and professionally related factors by 50 percent of the

respondents; academic-occupational factors: 22%; motivational factors:

17%; and personality factors: 11%. The :type_of relationshiR.with a

faculty referent figure was perceived as largely personal, with 70 per-

cent of the students indicating the relationship was "between the

referent figure and me " 30 percent i dicating the relationship was of

a general nature, being both a "relationship with me and with students

in general." Fewer than 6 percent indicated a modeling relationship.

A modeling relationship involving a:white referent figure for a black

student is probably inappropriate at this time when black identity

seems to be an important factor for black undergraduates. It Is also

very likely that the black intellectuals have sufficient motivation

so that a motivational reason is unlikely. Thus, the.most frequently
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reported reason underlying the selection of a faculty referent

figure is logical: the faculty member's concern for their progre

and intellectual achievement.

Let me now summarize the referent figure analysis.

Students serve as referenu figures more frequently than faculty by

an 80 percent to 20 percent proportion. Thirty-five percent of the

referent figures were white, sixty-five percent were black.

Instrumentally oriented -tudents tend to select black students as

referent figures. While the majority of intellectually oriented

black students also select black stude t, as referent figures, a large

minority chose white faculty referent figures. Faculty referent

figures are more frequently chosen by intellectually oriented than by

instrumentally oriented students.

What does this mean? What does it mean to admit students

from the ghetto and place them Into an alien environment which they

experience at the University? What is the price these students pay

in terms of anxieties, self-confidence, and the friendships they form?

Do the intellectually oriented blacks feel pressure from the black

student community, or their home, for selecting white friends and

AilLite referent figures at the university? Are the-black intellectuals

living in two worlds, the black oriented world of the ghetto when they

go home, and the predominantly white world of the university?

What are the implications of selecting white frinds and referent figures,

or black frIends and referent figures? In what ways is this beneficial,

in what ways is this not beneficial for the black Opportunity student?
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ch Students with White Friends and Refe ent Figures

The previous two sections of this chapter focused on the

peers and referent figures of the black Opp rtunity students, nd

specifically, of the students with instrumental and intellectual

orientations. In this section, I -ill focus upon the black students

who have white friends and/or white referent figures and discuss the

ways in which their educational experience may be diffe ent from other

black students who select black friends and referent figures.6

Three separate indices were constructed consisting of the black

students who indicated: (1) their best friend (Friend 1) was white;

(2) they have one or more white friends; and (3) they identified a

white referent figure. Further analysis involved the relationship

of these three indices with a large number of variables concerning

racial ideology and militancy; internal-external control, the tendency

to feel more or leas in personal control of one's future; perceptions

of the University; problems and tensions experienced at Michigan

important experiences as a student at the University, and attitudes

toward race relations. The discussion will be m st enlightening ]:)y

beginning with the ideological factors in the selection of a white

f 1.nd or referent figure before turning to the variables concerning

perceptions of the University, problems encountered, important student

6
It is Important to realize that these two groups are similar
4..11 academic ability. There is no significant difference In
academic ability between students with white or black friends
or referent figures. AcrAemic ability is defined as the
following: high school rank; Scholastic Aptitude Test; reading
spzed and comprehension. See p.216 for further discussion.
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experiences and attitudes toward race relations.

1. Ideologica/ Factors

The ideological factors were derived fr-m the 8oclai ReactIon

IllyeaLermwhich has a number of measures on racial ideology, the degree

of control over one's future, and racial militancy, The Inventqty_

has been used to deter:ine tha tendency for blacks to blame the system

for the probleitv of blacks and to accept traditional middle class values.

The following five measures are particularly relevant to tnis discussion. 7

racial militangKL the tendency to overcome
through collective action

by using more or less militant approaches

racial ideology: the tendency for blacks to
rganize and deal with problems collectively

rather than individually

system modifiabilit : the extent to which racial
discrimination and other factors (such as
war and world affairs) can be controlled
or changed

discrimination modifiability- the extent to which
discrimination can be eliminated through
social and political intervention

individual-system blame: the tendency to blame
the individual or the system for the problems
of blacks

7
For a more detailed discussion, see Curia et. al. "Internal-
External Control in the Motivational Dynamics of Negro Youth,"
Journal of Social Issues, XXV, No. 3, 1969.
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When the friendships of the black Opportunity students were

compared with the respondent's belief in racial militancy, there was

no significant relationship between the militancy of black students

and the selection of white or blaLk friends. This means that black

8students, including the black militants, have white friends.

There was also no significant relationship between racial

ideology and the race of his friends. There was, however, a significant

relationship between racial ideology and the selection of a white or

black referent figure. The selection of the referent figure involves

an ide logical component which is not evident in the selection of

a friend. This was anticipated because the referent figure idea is

ideological in nature, a concept of what one wants, would like to be,

at least admires in certain ways. Students with black refe ent

figures were higher in racial ideology and racial militancy than students

selecting white reieent figures, as indicated below. It is most

interesting that racial ideology has no significant relationship with

the selection of friends, which is consistent with the ideol gical

nature of the referent figure concept. Selecting a referent figure

thus involves a different selectiQn process than the selection of

one's friends. In comparison with students selecting black

referent figures, the students with white referent figures tend

perceive the social system and discrimination as modifiable, are less

militant, and are more likely to blame themselves than to blame

the system at large for the problems blAcks experience.

8
Although it was not analyzed, I tried to reason what type of

relationship black militants would establish with white friends.
It is likely that the type of friendship among black militants andtheir white friends may be more egalitarian than the friendship sharedamong nonmilitants and their white friends, which may involve an aspectof "looking up to the white friend" for a variety of reasons.
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TABLE 49

Relationship of Race of Referent Figure

Race of
Referent Figure

Black Opportunity-Stndents_

S.D.Mean.

White 33 34 7.61 2.11

Black 63 66 8.48 1.72

TMAL 96 100% 8.18 1.90

F (1,94) = 4.734 < 05)

*
Code ranged from 0 to 10, 10 indicating a militant ideology

TABLE 50

Relationship of Race of Referent Figure

Race of

and Racial Militanc

*Referent Figure N % Mean S.D.

White 33 34 1.30 0.95

Black 64 66 3.77 0.56

TOTAL 97 100% 3.61 0.74

F (1,95) 9.135 (. 61)

Code ranged from 0 to 4; 4 Indicating a high racial militancy
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In contrast, students with black referent figures perceive the

social system and discrimination as less modifiable, and are more

likely to blame the system at large for the problems black face rather

than place the burden for failure on blacks themsel,es, and are more

militant in dealing with the social system. A discussion cf racial

ideology related to campus issues s located on p 207.
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TABLE 51

Relationshi between Race of
Referent Figure and S stem Modifiabilit

Black Opportunity Students

Race of
Referent_Figure N

*
Mean S.D._

White 33 35 1.73 1.42

Black 60 65 1.27 1 02

TOTAL 93 100% 1 43 1.19

F (1,91) 3.255 (4(.10)

Code r-nged from 0-4; 4 Indicating high system modifiability

TABLE 52

Relationship between Race of

Race of
Referent

Referentt Fi ure and Discrimination M difiability

Students

S DFi ure

Black Opportunity

Mean

White 33 35 1.45 1.15

Black 65 1.02 1.06

TOTAL 94 100% 1.17 1.10

F (1,92) 3.465 (.10)

Code ranged from 0-3; 3 indicating high modifiability

208
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TABLE 53

Relationshili bet'itieen Race of
ferent Figure and Individual - System Blame

'BlaCk'Opportunity Students

Race of-
Referent Fl Ore

White

Black

_TPTAL

F (1,94)

Code ranged from 0-4;

*
Mean

34 2.82 1.04

63 66 3.21 0.92

96 100% 3.07 0.98

= 3.516 (4C.10)

4 = tendency to blame the system
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Another variable derived from questions appended to the

Social_ReactionInventorv involves a measure of test anxiety:

student attitudes toward testa and the extent of emotional turmoil

related to testing situations. When the selection of white friends

and referent figures was related to a measure of test anxiety, it wus

found that students with white friends and referent figures were more

likely to experience test anxiety than students with black friends

and referent figures. This suggests that a component of the friend-

ship and the selection of the referent figure lies in the academic

area; that is, the friendship and referent figure are involved with

academic factors which include doing well academically. If maintanence

TABLE 54

Relationshi between Race of
Referent Figure and Test Anxiety
_ . .

Black 0pportunity Students

*
Mean S.D.

Race of
Referent Fi ure N

White 32 34 23.91 6.56

Black 63 66 21.21 7.02

TOTAL 95 100% 22.12 6.95

F (1,93) = 3.278 (4( 10)

Code ranged from 0-44; 44 = hi h test anxiety

21-0
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TABLE 55

Relationship between Race of Friends
2Ma-I2EL_ALIKittY

Black Opportuftity'Students

Number of
_White Friends

*
Mean S.D.

None 66 61 21.45 6.09

At least one 43 39 23.81 7.91

TOTAL 109 100% 22.38 6.93

*

F (1,107) 3.075 10)

Code ranged from 0-44; 44 = high test anxiety

of the friendship with white students d of the referent figure i

perceived by the black student as related to his sue ess in the academic

area, it is logical that he may experience considerable pressure, both

internally and externally to perform academically.

What implications have these results for the University?

The most glaring implicati-n is the need f,r black models for the

militant black students. A white model is n t acceptable to these

students, and even though the black militants may have white friends,

these friends are not Chosen as referent figures. In the next chapter

I discuss the preference of 75 percent of the black Opportunity students

for a black professor and an 85 percent preference for black coun elors.

While there are certain background factors which make It desirable for

black individuals to counsel black students there is an even greater

need being expressed for a black referent figuresomeone whom blacks
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can admire, someone with whom they can discuss the specific black-

identity problems with which they are coping, and be confident that

this person understands their problems. In addition to the broad

range of personal and academic adjustments required of students in an

academic environment, black students encountor additional problems

such as white fiiendships, the iffect of white friendships on the black

student's relationship with other bl .ck friends, and, with the

heightened condern with black ide __ity, the question of how one handles

his relation hip to other friends and campus groups of varying degrees

of black Ideology.

2. Perceptions_of Michigan

For the remainder of this section, I will follow the outline

used in Chapter Five to discuss the perceptions of the University,

the problems encountered, and the ivtportant experiences of black

students with white referent figures. When desirable for clarification,

will use the results of analysis of students with white friends

compared with the results of students with white referent figures,

analyzed on the same variable. The friendship and referent figure

questions are operating in quite different ways. The choice of a

referent figure has an ideological component which is missing in the

choice of a friend. For example, there is no significant relationship

between th_ selection of a white or black referent figure and the

respondent's p rception of the University regarding a genuine-supe ficial

acceptance of blacks, having friendlier-or more antagonisticfeelings

toward students of other races, and greater belief in Integration co::

separa ism. These latter three variables all deal with the f iendship
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area. We il1 note below that the selection of bla:k friends was related

to a feeling of superficial acceptance, more antagonistic feelings

toward students of other races, and somewhat greater belief in

separatism. The lack of statistical significance in the selection of

either a white or black referent figure .and these variables, which

are largely in the friendship area, indicates that the friendship

and referent figure questions are operating in different ways.

Since racial ideology is not ;7. stpnificant factor in the selection of

a friend, but 3. s significant in the selection of a referent figure,

(i.e., students choosing black referent figures are higher in racial

idecilogy than those rilooaing white referent figures), racial ideology

has very little, if any, relationship with the respondent's perception

of the University in terms of being accepted as a black student.

problems Encount red at Mi h

When analyzed by choice of friend and referent figure, the most

significant problems for black students involve their friendships

and questions surrounding the searchibr personal identity. These problems

are more closely related to the selection of a friend than the selection

of a referent figure az Is Indicated by a higher level of significance

in these areas when analyzed by friends compared with referent figures.

A feeling of social isolation and loneliness is a significant

problem for the black students with white f lends, and tends to be

accentuated as the number of white friends increases. Compared with

students with no white friends, loneliness was a problem at the 4.05

level for students with one or more white friends. Students indicate

they "are unable to find individuals or groups who were really congenial
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and with whom I felt happy," "feel Isolated and lonely" and also feel

disillusioned about a friendship or a friend."

TABLE 56

Relationship of Variables Involving
Sr-ial Isolation LonelinearEJ_Luxi_thg.

Number of White Friends

Black Opportunity'Students

Q. 71 In the list below are some experiences which college
students often describe as crises or problems during
the college years. You may have encountered some of
these situations or problems during your life at
Michigan. For each situation, please consider how
much of a crisis or problem it has been for you.

1. An inability to find individuals or groups
who were really congenial and with whom I
felt happy.

Number of
White Friends N 7 Mean

*
S.D.

None 67 60 3.55 0 76

One or more 45 40 3.11 0.91

TOTAL 112 100% 3.37 0.85

F (1,110) = 7.681 (4.01)

*
Code ranged f- m 1 to 4; 1 = A crisis that bothered me

a great deal

4 = I haven't had this experience



196

TABLE 56Continued

2. A feeling of isolation and loneliness

Number-of--.
White Friends Mean

None

One or more

TOTAL

67

45_

112

60

40

3.07 0.91

0.9_2

locig 2.93 0.93

F (1,110) 4.259 .(4.05)

*
Code ranged from 1 to 4; 1 A crisis that bothered me

a great deal

Number of
White Friends

4 = I haven't had this experience

A disillusionment about friendship or a friend

*
N Mean S.D.

67 60 3.25 0.82

One or more 45 40 2.71 1,06

TOTAL 112 100% 3.04 0.96

F 1 110) 9.282 ((.01)

Code ranged from 1 to 4; 1 A crisis that bothered me
a great deal

4 = I haven't had this experience
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Analysis of the quesIon regarding disillusionment in the friendship

indicated that students with one or more white friends reported

disillusionment as a problem to a greater degree than students with

no white frinds. The question did not identify the race of the

friend about whom the problem occurred. It is possible that a

student's black friends may reject him for his white fri ndships.

It is also likely Chat the disillusionment Is related to the white

friend in the sense that the white friend does not fully reciprocate

the black student's friendship.
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A related question involved the black student's interaction

'ith the larger white student body, in the sense of experiencing

difficulty in joining grou.ns, unfriendliness among white students,

oversolicitude, or feeling a conflict between "being forced to choose"

between my black and white friends. r.egardless of white or black

friendships, difficulty in joining groups was n t indicated as a

significant problem. In contrast to students with black friends,

the students with white friends indicated the forced choice between

my white and black friends posed a "very big problem" significant

at less than the .001 level. Problems of oversolicitude tended to

work in the opposite direction, with oversolicitude from white students

posing a greater problem for students with black friends and black

referent figures than for students with white friends and referent

figures. In other words, students who stay within the black commun-

ity for friendships and refarent f!.gures tend to respond to the white

student's questions about his experience as oversolicitude. The more

the black student has white friends and involves himself in the white

as well as the black community, the less he is likely to feel white

students are oversolicitous but the more likely he is to feel that he

has to choose between his white and black friends, and the more he is

likely to experience loneliness and social isolation.

217
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TABLE 57

of Black Student witl_ White
Frlan s_and Friendshi Problems

Q. 95 We're interested In problems or stressful situations
that black students may have at Michigan. Have you
expextenced any of the following situations here at
Michigan?

1. 'Feel7Lng a conflict between "being forced to
choose" between my black friends And white friends.

Number of
White Friends Mean

*
S.D.

None 64 60 2.64 0.60

One or more 42 40 242_ 9.70

TOTAL 106 100% 2.43 0.69

r (1,104)

Code ranged from 1 t

16.631

1 = A very big problem

3 Not really a problem at all

2. Oversolicitude from white students

Number of
White Friends an S D.

None 65 61 2.11 0.75

One or more 42 39 2.40 0.66

TOTAL 107 100% 2.22 0.73

F (1,105) 4.348 05)

Code ranged from 1 to 1 A very big problem

= Not really a problem at all

218
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TABLE 57--Continu3d

2. Oversolicitude from white students con't,)

Race of
Referent Figure_ % Mean S.D.

White 33 35 2.42 0.66

Black 61 65 2.16 0./6

TOTAL 94 100% 2.25 0.73

F (1 92) 2.757 (.10)

Code ranged from 1 to

White students d

1 = A very big problem

Not really a problem at all

make friends with me

Number of
White Friends Mean D.

None 65 60 2.81 0.46

One or more 44 40 2.64 0.61

TOTAL 109 100% 2.74 0.53

F 1,107) = 3.002 (4.10)

Code ranged from 1 to 1 = A very big problem

= Not really a problem at all

213
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While there was no significance between the selection of a

white friend and a white referent figure and the feeling that

"white students don't make friends with me " the e was a significan

relationship I(.10) between students with one or more white friends

and feeling that white students were unfriendly. This result tends

to give greater clarity to the earlier finding (see p. 197)

regarding disillusionment about a friendship or a friend. It sugge

that black students who extend themselves into the white community

and who tend to have closer ties with whites than blacks may feel

disillusioned in less than a complete acceptance of them by their

white friends.

I will now discuss the student's search for personal identity

r am making a distinction between black identity (one's relationshi

to black ideology) and personal identity (a self-searching, philoso

phical questioning). The important finding Is that self-searching

tends to be a white middle-class phenomenon; however, black student

with white frie ds are also Involved in the search for personal

identity. In contrast to the black students with white friends, th

black students with black friends are involved in black identity is

The search, for personal identity posed more of a problem for

students with white friends (.05) and a white referent figure 0(.10

than for students with no white friends or a black referent figure.

The question regarding the search for identity was -ded In a pers

way--"a difficulty in Ifindfne myself in the sense of personal mea:

and identitywhere I was headed, what X was seeking in life"--and
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TABLE 58

Relationship of White Friends Referent Fi ure
and the Search for Personal Identit

Q. 71 Crises during the college years. To what extent
has the following statement been a problem for you?

A difficulty in "finding myself in the sense of
personal meaning and identitywhere I was headed,
what I was seeking in life."

Number of-
White Friends N

--*
'Mean_ S.D.

None 67 60 2.45 1.10

One or more 45 40 2.04 0.98

TOTAL 112 100% 2.29 1.07

F (1,110) = 3.933 .05)

Race of
Referent_ Figure Mean S.D.

White 33 34 2.06 0.93

Black 65 66 2.48 1.99

TOTAL 98 100% 2.34 1.05

F (1,96) = 3.498 .10)

Code ranged from 1 to 4; 1 = A crisis that bothered me
a great deal

4 = I havenit had this experience
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not tap the broader relationship between the individual and the broader

black community. This per onal Identity question seems related to the

ideological concept of referent figures since indicating the search

for personal identity as a problem involves both students with numerous

white friends and students who select white referent figures.
9

See footnote below for a frequency distribltion of the black students'

responses to the personal identity question.

9 The following table is a frequency distribution of the
black students' responses to the personal identity question.

How much of a problem has the following been
for you at the University?

"A difficulty in 'finding' myself in
the sense of personal meaning and identity--
where I was headed, what I was seeking in
life." = 119)

(1) A crisis that
bothered me a
great deal

A problem that
bothered me

I had this
experience but It
didn't bother me much

(4) I haven't had this
experience

TOTAL

32 27

39 33

97

22 18

119 100%
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It is interesting to note that selection of a friend or referent

figure is not significantly related to problems in the academic area

discussed in Chapter Five above. Problems such as academic press

and resulting self questioning, difficulty learning study habits,

questioning of academic ability, and fear of failure were not related

to the selection of white or black f lends or referent figures.

However, you will remember that students with white friends

and referent figures were more likely to experience test anxiety than

students with black friends and referent figures. (See p. 192)

This sugge ts that a component of the friendship and the selection of

the referent figure lies in the academic area; that is, the friendship

and referent figure are involved with academic factors, which include

doing well academically. It is very interesting that general academic

pressure was not related to the selection of white or black friends or

referent figures, but that experiencIng pressure related to examinations

(test anxiety) was related to students with white friends and referent

figures.

4. Important Experiences at the _University

The third major section of Chapter Five involved the expe iences

students considered important at the University of Michigan.

You may remember that two of the experience-related variables discussed

tn Chapter Five which were significantly related to students with

instrumental aad intellectual orientations were: (1) the importance

placed upon cultural-cosmopolitan broadening (p. 138) and (2) the

personal search for identity (p. 140). There was, only a very slight

relationship between black students with white friends and these two
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experience-related variables.

The cultural-cosmopolitan variable included interest in

literature and the arts, meeting new people, and in developing better

patterns of speech. There is a tendency for students with white

friends to indicate a higher interest in cultural broadening and

specifically in developing better patterns of speech.(47, 10). The

interest in cultural broadening a d specifically in developing better

speech ties in with the test anxiety discussed on p.192. These find-

ings suggest that the black students with white friends tend to assume

a middle class white idenity. I would not have anticipated the

black students with white friends, who are also higher in intellectual

orientation, to experience test anxiety, but they do. There were no

significant differences between students selecting white or black

referent figures and these variables.

The "search for identity" variable which comprises the importance

placed on developing a philosophy of life, understanding people, and

In finding a purpose in life was not related to the selection of

friends or referent figures.

224
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TABLE 59

Relationship of Race of Friend with the 1m ortance
of Cultural-Cosmopolitan Broadening

Altismis.u2a-TIALY_JLIaLinlS11

Race-of-- -
Best Friend

-*'
Mean S.D.

White 21 18 7.52 2.60

Black 94 82 6.46 2.56

TOTAL 115 100% 6.65 2-59

F (1,113) = 2.962 (CIL,

* Code ranged from 0-12; 12: High interest in
cultaral-cosmopolitan broadening

Q. 50 Please rate the importance of the following goal
which might be attained as a result of being in
college.

18. Developing better patterns of speech

Race of
Best Fr _nd Mean

White 21 18 3.33 1.49

Black 94 82 2.75 1.26

TOTAL, 115 100% 2.86 1.32

F (1,113) = 3.374 "C10)

Code ranged from 5 to 1: 5 = Extremely important

1 = Unimportant
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5. Attitudes toward Race Relations and Militancy

Student attitudes toward race relations and black militancy

paralleled the results regarding racial ide logy and militancy

discussed earlier in this section (pp.185-188). In comparison with

stt.dents selecting white referent figures, students selecting black

referent figures were higher in race ideology, were more likely to

blame the system than oneself for the problems of lacks and were

higher in racial militancy. (See tables 49-53, pp. 187-190.)

Students with black friends and referent figures strongly prefer

teachers and counselors of thelr own race, and strongly endorse the

idea of an all black dormttory, while students with white f lends

and referent figures place less importance on black professors and

counselors and tend to have "no feelings" about an all black dorm,

but express interest in an equally integrated dormitory.
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TABLE 60

Relationshierr2f Several Race Relations
Questions to Race orf Friend and Referent Figure

Black Opportunity Students

Q. 91 Some students prefer to have a teacher of their own
race. Assuming two professors are equally trained,
how imoortant is similarityof race among student
and professor to you?

Number-of
WhteFrLends *-

Mean S.D.

None 67 60 1.66 0.73

One or more 44 40 2.09 0.88

TOTAL 111

.,..

100% 1.83 0.82

F (1,109) 7.939 ((001)

Race of
*Referent Figure Mean S.D.

White 32 33 2.22 0.87

Black 65 67 1.66 0.73

TOTAL 97 100% 1.84 0.82

F (1,95) = 10.901 (4.01)

Code ranged from 1 to 5: 1 = I would strongly prefer
a teacher of my own race

24 Z:
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TABLE 60Continued

Q. 92 Some students prefer to discuss personal factors
academic and/or parsonal problemswith a counselor
of their own race. Assuming two counselors are equally well
trained, how important is similarity of race among
student and counselor to you?

Number .of
White Friends N % Mean S.D.

None 66 60 1.30 0.61

One or More 45 40 1.60 0.86

TOTAL 111 100% 1.42 0.73

F (1,109) = 4.533 (.05)

Race of
Referent Figure an

White 33 34 1.54 0.71

Black 64 67 1.33 0.69

TOTAL 97 100% 1.40 0.70

F (1,95) 2.111 (NS)

Code ranged from 1 to 5: 1 = I would strongly prefer
a counselor of my own race
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TABLE 60--Continued

Q. 78 In response to some of the black students demands,
several campuses have dorms where all black students
live together. We'd like to know what you think of
this idea.

Number-of
White Frie4ds

None

One or more

TOTAL

F (1,110)

Race of
Referent Figure

White

BlaCk

TOTAL

P (1,96)

Code ranged from 1 to

MeII S.D.

67 60 2.36 1.31

45 40 3.09 1.63

112 100% 2.65 1.49

= 6.842 .01)

Mean
*

34 1.45

65 66 2.26 1.37

98 100% 2.62 1.48

= 12.847 ((.001)

1 ..

5 =

i think It's a v

definitely do
good idea; it's

ery good Idea

not think it's a
a bad idea
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TABLE 60--Continued

Q. 77 Several other campuses have experimented with a unique
living arrangement in which an equal number of whites
and blacks lived together. If such an arrangement
were established on the campus would you be interested
in living there?

Number-of.--
White-Friends

'-*-'
Med:ft' S.D.

None 67 60 3.54

One or More 45 40 2.58

TOTAL 112 100% 3.15

Race of

F 110) 13.521 001)

*
Referent Figure N Mean S.D.

White 33 34 3.03 1.47

Black 65 66 3.06 1.49

TOTAL 98 100% 3.05 1.47

1.34

1.37

1.43

F (1,96) = 0.010 (NS)

Code ranged from 1 to 5: 1 I would be very much interested

The significant difference between black students with black

friend.; ,-ejecting the integrated dormitory while there was no signifi-

cant difference between the selection of a white or black referent

figure and interest in an integrated dormitory Is another example of

the distinction between the selection of a friend and a referent figure.

Black students with black friends generally reject the proposal for
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an integrated dormitory which is consistent with their interest in

emotional support from other black students. The lack of significant

differences between the selection of a white or black referent figure

and interest in an integrated dormitory is consistent with the ideo-

logical component in the referent figure concept which apparently

ts not operating in the question regarding attitudes toward integrated

dormitories. The umjor reason for the interest in an all black

dormitory appears to be more a need for emotional support than an

expression of Ideology, as evident by the strong relationship between

black friends and dormitory preference. These results Indicate that

the frilndship factor is very important in the preference for an all

black dormitory.

The selection of black friends and refe ent figures was related

greater acceptance of black identity as indicated by preference

in being called brother (or sister) by another black, objection to

the term "Negro" when used by whites, interest in control of one's

community, and a tendency to be more active in the Black Student Union.

Students selecting white friends and referent figures generally

responded in the opposite direction, indicating less acceptance

black identity by responding that there was less preference in being

called brother (or siste ) do not mind being called Negro by whites,

expressing greater interest in integration than in attaining control

of one's community, and less involvement in the Black Student Union.

Students with black referent figures feel that militancy has help d

the black cause and tend to endorse a greater degree of militancy

than do students selecting white referent figures, (4(.05).
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TABLE 61

Relationship of Race_of Friends_and Referent Figures
to Black Identty Issues

T1AhL421ap..-1,31LsyLjitT.1

Q. 102 Do you think that blacks should separate from the
Amercan government and form their own government,
increase control of their own communities, or try
to Integrate into the white community? I think that:

Number of
White Friends N % Mean

*
S.D.

None 64 59 2.11 0.44

One or more 44 41 2.29 0.46

TOTAL 108 100% 2.18 0.46

F (1,106) = 4.473 ((.05)

Code ranged from 1 to 3: 1 = Blacks should-separate

2 = Blacks should control
their own communities

3 = Blacks should Integrate

106 Here is a list of names which people of our race
sometimes call each other. Which of these names
do you prefer to be called by? (CHECK HOWYOU TEEL
ABOUT BEING CALLED EACH OF THE FOLLOWING NAMES FIRST
BY OTHER PEOPLE OF OUR RACE2 TREN BY WRITES.)

a) Negro

b) Afro-American

Colored

d) Black

e) Brother (sister)
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TABLE 61 - -Continued

Q. 106 a. Feeling about being called Negro by whites

Number of
White'Friends ean S.D.

None 61 58 2.49 0.62

One or more 44 42 2.20 0.73

TOTAL 105 100% 2.37 0.68

F (1,103) = 4.681 ((%05)

Q. 106e . Feeling about being called Brother or Sister)
by people of our race

Number of
White Friends S D.

None 64 60 1.36 0.51

One or more 43 40 0.72

TOTAL 107 100% 1.48 0.62

F (1,105) = 5.972 (<.05)

Code ranged from 1 to 3: 1 = Prefer

= Object to
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TABLE 61--Continued

Q. 108 Please indicate the extent of involvement in the
Black Student Union at the University

Number-of -.
White Friends

None 67 60

One or more 44 40

TOTAL 111 100%

F (1,109) = 8.905

2.40

2.93

2.61

((. 01)

Code ranged from 1-4: 1 = Very involved now

4 = No Involvement

0.89

0.95

0.95

Q. 103 Some people say that the increase In black militancy
has helped blacks and some say it has hurt blacks.
Which do you think?

Number of *
White Friends N ean S. .

None 63 58 1.49 0.53

One or more 45 42_ 1,69 0.67

TOTAL 108 100% 1.57 0.60

F (1,106) = 2.883 (4.10)

Race of
Referent Figure

White 31

Black 64

TOTAL 95

Mean S.D.

33 1.74

67 1.47

100% 1.56

F (1,93) = 4.548 (< 05)

Code ranged from 1 to 4: 1 = Helped a great deal

4 = aurt a great deal

234t

0.68

0_.53

0.60
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6. Relationship of the Race of Friends and Referent Figures
to Enterin Characteristics Academic Avera e

There Was no significant relationship between the selection

of a white or black friend and referent figure and the respondent's

admission and test data such as high school rank, SAT scores, reading

speed and comprehension, or the achievement personality variable of the

Opinion, Attitude_;'and Interest Survey, (OAIS). Students with white

referent figures do have a higher grade point average 0:10), a 2.36

compared to a 2.18 on a four point scale (4=A).

TABLE 62

Relationship of Race of Referent Figure
to Academia_Average

Black _Opportunity Students

Race of
Referent_Figure N Mean

*
_S_.13.

White 31 33 2.36 0.49

Black 63_ 67 2.18 0.45

TOTAL 94 100% 2.24 0.47

F (1,92) = 3.193 OC.10)

Range of grade poiat average: = 4 to 0; 4 = = E
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A large proportion of the students are moderately dissatisfied with

their grade point average and expect their academic performance

this coming year to be no higher than 25 to 50% of other students in

their class. However, the majority of students indicated that the

grade point avetage toward which they were working was in the B to B-

range. The expectation to be In the middle or third quartile of e's

class reflects the tension related to the academic area combined with

the experience of not doing as well as the students had expected.

Perhaps the anticipated academic performance, while appearing pessImistic,

Is a realistic evaluation of their experience thus far at the University.
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D. Summary

Black students do have white f-iends; approximately twenty

percent of the black students chose a white student as their best

friend. A comparison of the instrumental and intelle-tually oriented

stue,ents indicated that the instrumentally oriented students chose

a black rather than a white student as their best friend and that the

probable selection of a black friend increased with an increase in

Instrumental orientation; the higher the instrumental orientation,

the greater the probability that the best friend will be a black

student. When the racial identity of the respondent'i three friends

were analyzed for racial differences, instrumental students are likely

to have none or no more than one white friend. Increased frequency of

listing white students among the three best friends was associated

with a lower instrumental orientation. In contrast to the predominantly

black friendships of instrumentally oriented students the intellectually

oriented students tended to choose a white student as their be t friend.

Similarly, there Is a strong trend between a higher intellectual

orientation and the number of white friends. The higher the intellectual

orientation of the respondent the more likely he is to have one or more

white friends.

In the analysis of referent figures, black Opportunity students

Identity students as referent figures more frequently than faculty,

by an SO to 20 percent proportion. Thirty-five percent of the referent

figures were whit $ sixty-five percent were black. Instrumentally

oriented students tend to select black students as referent figures.



219

While the majority of intellect a ly oriented black students also

select black students as referent figures, a large odnority chose

while faculty referent figures. White referent figures are mDre

often chosen by intellectually oriented than by instrumentally

oriented students. The selection of a referent figure involves an

ideological component which is not evident in the selection of a

f-iend.

The reasons underlying the selection of a faculty referent_figure

were based on a combination of academic-occupational and professionally

related factors for the largest proportion of respondents. The type

of relationship with a faculty referent figure was perceived as

largely personal, with 70 percent of the students Indicating the

relationship was between the respondent and the referent figure;

30 percent indicating the relationship was of a general nature, being

both a relationship with the respondent and with other students.

Black students with white friends and referent figures are more

likely to experience test anxiety, social isolation and loneliness,

and feel forced to choose between white and black friends than students

with black friends and referent figures. A component of the selection

of white friends and referent figures involves a feeling of pressure

to succeed academically in order to maintain the relationship with

white students and the white referent figure.



CHAPTER VII

The Relationship of Orientations to Race Related Issues

This final chapter of analysis Involves the attitudes of black

Opportunity students toward a variety of race related issues. It explores

the racial composition of the neighborhood in which they would like to

live and of the schools they would like to have their children attend;

the desirability for teachers and counselors of one's own race; the

pressures of oversolicltude and feelings of forced choices in inter-

racial friendships; the attitudes toward black awareness and militancy.

These are among some of the basic or "gut" issues faced by black students

at the University of Michigan; that is, how one operates within the

university and how it feels to be black in a large, predomlnantly white

university. In order to gain the most accurate insight into the data,

I will discuss the responses of the black Opportunity students as s

group before focusing on the responses of the instrumental and intellec-

tually oriented students.

General Race Relations Issues

1. Desired RacA.al Composition of Neighborhood

Following Questionnaire ite s concerning the racial composition

of the neighborhood in which they lived during high school (Q. 87),

and of the high school itself (Q. 89), students were asked to indicate

the type of neighborhood in which they would like to live (Q. 88) and

the racial composItIon of the schools they would like to have their

children attend (Q. 90). Five alternatives were given ranging from a

completely black neighborhood and school to an entirely white neighbor-

hood and school. The following table indicates the frequency and
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percentage distribution among the responses of the black Opportunity

students.

There is a trend to move from the exclusively black neighborhood

in which students lived during high school to a neighborhood with a more

equitable racial balance either an "integrated, mostly black neighbor-

hood", or "an equally int grated neighborhood." There is a move toward

integration from both extremes. The black students who lived in pre-

dominantly white neighborhoods and those who lived in an exclusively

black neighb-órh-ood both indicate a desire for a more integrated

neighborhood- Comparing the type of neighborhood in which the

respondent lived durinS high school *ith-the racial composition of

the neighbo hood desired, there is an increase of 25 percent In the
_

preference for an equally integrated neighborhood and a 15 percent

decrease from an exclusively black neighborhood. The majority of

students want-ari integrated or predomiil'antly (but not exclusively)

black neighborhood.

2. Desired Ra ial Com osition of Children' a School

Among the black Opportunity students as a group, there is greater

desire for one's children to attend an integrated school than to live

in an ilAtegrated neighborhood. While there Is some willingness to get

out of the ghetto, there is a greater willingness for interracial

mingling in the school setting (58%) than in the neighborhood (36%).

Predominantly white schools are virtually rejected in favor of the

equally integrated or predominantly black schools. I Interpret the

interest in an integrated or predominantly black school to be related

to several factors: an interest in the higher quality of inst u tion

241



and facilities generally available in integrated schools; and, the

opportunity for introducing black courses related to the educational

and personal needs of black students. I do not feel the desire for

integrated schools suggests a specific interest in integration since

there is a strong interest in living in a black neighborhood. The

current policy of neighborhood schools results in the children from

predominantly black neighborhoods attending predominantly black schools,

which conflicts with the desire for a more integrated school setting.

The increased interest in neighborhood control of schools is one way

of upgrading the predominantly black schools.

3. Desirability of a Black Teacher or Counselor

Two questions surveyed student preference for a teacher or

counselor of onels own race. "Assuming two professors (counselors)

were equally well trained, how important is similarity of race among

student and professor counselor) to y ?" Forty percent of the black

Opportunity students indicated they would strongly prefer a professor

of their own race whereas 71 percent strongly pr ferr d a black

counselor. The need for black counselors and psychologists with

whom one can discuss personal and academic problems is widespread,

particularly in assisting the student to deal with the complexities of

being black in a white university, for example, the problem of inter-

racial friendships and maintaining identity with the black student

community.

Having discussed the general trends of the responses to these

race related questions, it is inte e ting to note the lack of a

significant relationship of students higher in instrumental or
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TABLE 64

Student Preference for Black Teacher_ apd Counselor

F e uenc- and Percenta e Distribution of Black O..ortunit Student-

Q. 91 Some students prefer to have a teacher of their own race.
Assuming two professors are equally well trained, how impor-
tant is similarity of race among student and professor to you?

1. I would prefer a teacher of
my own race

2. It would be nice, but it's
not crucial to me

I don't really care about
it one way or the other

4. I don't think I'd like it

5. I would strongly prefer a
teacher of another race

Non-ascertainable

Total

48 40

43 36

26 22

0 0

1

100%

92 Some students prefer to discuss personal factors--academic
and/or personal problemswith a counselor of their own race.
Assuming two counselors are equally well trained, how impor-
tant is similarity of race among student and counselor to you?

1. I would strongly prefer a
counselor of my own race 84 71

2. It would be nice, but it's
not crucial to me 22 18

I don't really care about it
one way or the other 10

4. I don t think I'd like it 2

5. I would strongly prefer a
counselor of another race 0

.Non-ascertainable 1 1

Total 119 100%

2'43
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intellectual orientations to these questions. The racial composition

of the neighborl-. od In which one lived during the high school years

the type of neighborhood desired, the racial balance of one's high

school, and of the school desired for their children had no significant

relationship with either orientation.

Similar results were obtained regarding the desirability of

black professors, and personal and/or academic counselors. The desir-

ability for a black counselor and a black professor is evident by the

high percentage of students indicating these preferences. There was

not sufficient diversity in the responses for there to b a significant

relation between instrumental or intellectual orientations and a

specific alternative.

B. Interracial Friendships: Relationship with
White Students

Two questions probed the experiences of black students with their

white peers to determine the degree to which oversolicitude from white

students is perceived as a probl m and the extent to which students

experience "a conflict between being torced to choose between my black

friends and white friends." Oversolicitude tended to be a s14ghtly

great r problem among the black Opportunity students with 56 percent

indicating this to be "somewhat of a problem or "a very big problem,"

compared with 41 percent experiencing a problem in being forced to

choose between white and black friends. The responses for the entire

sample of black Opportunity students are given in the following table.

When these two questions regarding interaction with white stud-

ents are analyzed by orientations, oversolicitude is not significantly

related to students of either orientation. The problem of feeling

,?44
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forced to choose between white and black friends is positively related

(at the .05 level) to students higher in intellectual and negatively

related to students higher in instrumental orientations.

TABLE 65

Problems of Oversolicitude and Feelin Forced to Choose Fri nds monBlacilents
Fre uenc and Percenta Distribution

Q.95h
Oversolicitude from

white students

A very big

Q.951
Feeling a conflict between
"being forced to choose"
between black/white friends

problem 20 16 13 11

2. Somewhat of a
problem 47 40 36 30

3. Not really a
problem at all 47 40 64 54

Non-ascertainable 5 4 6 5

Total 119 1007 119 100%

TABLE 66

Relationshi f "Feelin Forced to Cho
Friends" and Students of Instrumental and Intelle tual Orientations

N

Instrumental

%

Orientation

Mean S.D.

1. A very big problem 13 12 10.15 3.26

2. Somewhat of e problem 36 32 11.39 3.01

3. Not really a problem at all 63 56 12.36 2.86

Total 112 1007 11.79 3.02

F (2,109) = 3.513 (4C.05)
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TABLE 66 -Cont nued

N

Intellectual Orientation

% Mean S.D.

1. A very big problem 13 12 63.54 14.31

2. Somewhat of a problem 33 32 55.15 12.75

3. Not really a problem at all 59 56 53.17 12.96

Total 105 1007 55.08 13.35

F (2,102) = 3.358 (4e.05)

These results are consistent with those discussed earlier in Chapter 6

regarding the tendency among the more highly intellectually oriented

students to select white friends wl.th greater frequency than students

high in instrumental orientation. One might expect the astudents

higher in intellectual orientation to experience both oversolicitude,

due to their openness to white students, and conflict in choosing

between white and black friends. However, this wouid not be consistent

with the findings regarding the attitude of black students with white

friends toward "oversolicitude" and "being forced to choose between

white and black friends." (See Chapter 6, pp. 198-200) In comparison

with students with all black friends, students with white friends were

much more likely to experience a conflict of "being forced to choose

between my black and white friends" (4.001); but students with all black

friendships identified oversolicitude as a significant problem ((.05).

The forced choice situations may occur frequently during the day, at

meals, in classes, in preparation of assignments, in virtually every

activity which is open to group participation. Consequently, students

who experience this problem could conceivably be under considerable

stress.

46
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C. _Black Identity Issues

As used in this section, black Identity concerns the extent of

personal involvement in issues related to black consciousness such as

an involvement in activities promoting black awareness and an intereeit

in black, rather than integrated, dormitories. Like other conceptual

issues, students can be approximately placed on a continuum of involve-

ment or agreement relating to black identity issues.

A "black identity index" was constructed from several interrelated

questions involving (1) an interest in an all-black dormitory; (2) atti-

tudes toward black separatism; (55 the terminology they find appropriate

as ways of referring to blacks; and (4) the degree of involvement in

four activities related to black awareness. See Table 114in Appendix H

for the formation of this index. It is interesting to note that while

attitudes toward black identity overlap with attitudes toward violence

and militancy, the black identity variables were separated from the

militancy variables during factor analysis. For this reason, and for

the purpose of clarity, black identi.ty and militancy will be discussed

separately.

The data are very interesting in at least two respects: the

wide range of responses among the black CM). rtunity students to these

questions and the relationship of students with instrumental and

intellectual orientations to these issues. I will first discuss the

responses of the entire sample of black Opportunity students to the

three measures of black Identity: interest in an all black dormitory;

de irability of terminology referring to oneself; and degree of involve-

ment in black groups promoting blaCk consciousness.
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1. Interest In an All Black_Ilismit2Ex

The question of separate dormitories for black students has been

a topic of much concern and legal debate. It is an issue which, at the

time of the survey, divided the black student community into two groups,

those favoring and those opposed to the idea. Three questions concern-

ing the racial composition of dormitories were asked as indicated in

the following table.

Q. 77 Several other campuses have experimented with a unique living
arrangement in which an equal number of whites and blacks lived

together. If such an arrangement were established on the campus,
would you be interested in living there?

(1) I would be very much
interested

(2) I would generally be interested,
but I have some doubts

(3) I don't have any feelings about
this one way or another

(4) I don't think I would be
interested in this

( ) I am definitely not
interested In this

Total

23 19

19 16

21 18

27

29 24

119 100%

35%

477.

Q. 78 In response to some of the black students' demands, several
campuses have dorms where all black students llve together. We'd
like to know what you think of this Idea.

(1 ) I think it's a very
good idea 35 29

(2) I think it's a fairly good Idea,
but I have some doubts 36 30

(3) I don't have any feelings about
this one way or another 9 8

(4) I don't think it's a good idea 19 16

(5) I definitely do not think it's
a good idea; it's a bad idea

Total

24$

20 1-

119 100%

59%
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Q.79 If such an arrangement were established, would you be interested
in living there?

(1) Yes, I'd be interested in living
in an all black dorm

) No, I wouldn't be interested
living in an all black dorm

Non-ascertainable

Total

58 49

60 50

119 100%

The polarity of feeling about an all black dormitory is very

interesting; more students favor the idea (59%) than oppose (337.).

A proportion of the students who favor the availability of such

accommodations would not live in an all black dormitory, as indi-

cated by the responses to questions 78 and 79. There is a broader

distribution of responses concerning an equally integrated housing

situation: 35 percent interested; 47 percent not interested; and

18 percent "not having any feellngs about this one way or another."

When analyzed by orientations, there was no significant relationship

between opinions about an all black dormitory and students of

either instrumental or intellectual orientations. This lack of a

significant relationship probably indicates the complexity of the

issue. The intellectually oriented students tended to respond at

the extremes: they were either very interested or were not inter-

ested in an equally integrated dormitory, with a tendency for the

highly intellectually oriented students to favor the integrated

housing arrangement.
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TABLE 67

Relationship of Instrumental and Inte
and Int rest in an E uall

ectual Orientations

Black Opportunity Students

1. Very much interested

Interested, but have
same doubts

3. No feelings one way
or another

4. Don't think I would
be interested in this

5. Definitely not interested

Tota

Instrumental Orientation

23 19

Mean

11.26

S.D.

3.33

19 16 12.00 2.98

21 18 11.67 3.62

27 23 12.70 2.14

28 24 10.61 3.18

118 100% 11.63 3.10

F (4,11 = 1.765 (NS)

Intellectual Orientation

N % Mean S.D.

Very much interested 20 18 62.35 11.90

2. Interested, but have
same doubts 18 16 54.06 13.19

3. No feelings one way
or another 21 19 51.38 11.33

4. Don't think I would
be interested in this 24 22 53.12 14.76

5. Definitely not interested 27 24 56.37 12.85

Total 110 100% 55.42 13.29

F (4,105) = 2.199 (.10)
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2. Attitudes_ Toward Black Separatism

Analysis of responses b- the entire sample of black Opportunity

students toward question involving integration, community control,

and separatism is given below.

Q. 102 Do you think that blacks should separate from the American
Government and form their own government, increase control of their
own communities, or try to integrate into
think that:

(1) Blacks should separate

the white community?

(2) Blacks should control
their community 88 74

(3) Blacks should integrate 24 20

Non-ascertainable 4 4

Total 119 100%

There was a very interesting differentiation between orientations on

this question. The instrumentally oriented students felt blacks

should integrate, (.< .05) while the responses of intellectually

oriented students were not significantly related to either black

control or coMmunity integration. As we shall see, these findings

are consistent with the attitudes of intellectually oriented studens

toward militancy and violence. (See pp. 236-246.)

TABLE 68

Relationship of Instrumental_ Orientation and Attitude
Toward Conlim..

1.

2.

Blacks should control
their community

Blacks should integrate

Total

.N

87

24

111

78

22

Mean

11.24

12.71

S.D.

3.25

2.56

100% 11.56 316
F (1,109) = 4.167 (.< .05)
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3. Race-Related Termino

Question 106 (below) a ks students to Indicate the desired

terminology among blacks in referring to each other, and the termino-

logy that blacks prefer whites use in reference to blacks. A frequency

and percentage distribution follows.

Q. 106 Here Is a list of names which people of our race sometimes
call each other. Which of these names do you prefer to be called by?

kypeople of our race Non
Don't Object aseer-

Prefer mind _to tainable Total
(2) (3)

N % N % N % N 70 N %

a. Negro 9 8 53 44 45 38 12 10 119 10070

Afro-American 30 25 74 62 7 6 8 7 119 100%

c. Colored 1 1 41 34 70 59 7 6 119 100%

Black 95 80 17 14 3 3 4 3 119 100%

Brother (Sister) 67 56 39 33 7 6 6 5 119 100%

By whites. Non
ascer-
tainable TotalPrefer

Don't
mind

Object
to

0-) (2) (3)
N % N % N % N % N %

a. Negro 12 10 45 38 54 45 8 7 119 100%

b. Afro-American 39 33 61 51 13 11 6 5 119 100%

c. Colored 2 2 14 12 93 78 10 8 119 100%

d. Black 89 75 19 16 7 6 4 3 119 100%

e. Brother (Sister) 4 3 14 12 89 75 12 10 119 100%



234

The only significant relationship between any of the above ten

variables and students of either instrumental Or intellectual orien-

tation was the preference of intellectually oriented students to be

called black by whites. There was no significant relationship between

this variable and the w-udents of Instrumental orientations.

Relationshl
Preferen

TABLE 69

of Intell.ectual Orientation and Racial Te
to be Referred to as Black b Witte-

Black Opportunity Students

Possible Resnonses % Mean S.D.

(1) Prefer 82 77 57.27 13.09

(2) Don't Mind 18 17 48.56 13.84

(3) Object to 7 6 47.43 5.50

Total 107 100% 55.16 13.35

Y(2,104) = 4.710 (.05)

lo

De ree of Involvement in Activities r In Black Con ciousn

The final question Involving black identity issues assessed the

degree of involvement in the Black Student Union and th ee other

activities promoting black awareness. The following table indicates

a frequency and percentage distribution among the black Opportunity

stlidents to this question.
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Q. 108 Please indicate the extent of your involvement in the following
activities at Michigan.

Very Somewhat
involved involved

ow now

Not
actively
involved No Non
but was invo/ve- ascer-
reviously ment tainable Total

a. Black Student Union

b. Tutor al work with
black students

c. Black-consciousness
course(s)

d. Tutorial work helping
young black children

N

12

12

31

20

%

10

10

26

17

N

45

16

12

13

%

38

13

10

11

N

32

14

6

23

%

27

12

5

19

N

29

74

66

60

%

24

62

56

50

N

1

4

% N

1 119

119

119

119

%

100%

100%

100%

100%

The Black Student Union involved a much broader segment within the

black Opportunity student group than the other three activities. Forty-

eight percent were currently active in the Black Student Unicn, and an

additional 27 percent were previously active, but were no 1ongr actively

involved at the time of this survey (Spring, 1969). Consequently, 75

percent of the black Opportunity students were active, or had been

active, in the Black Student Union.

With an intercorrelation of +0.67 (significant at4C.001) between

involvement in tutorial work with black students at the University and

tutorial work helping young black grade school children, it is evident

that students oriented toward tutorial work may be involved in both

activities. Tutoring and black consciousness courses appear to involve

different groups of students. Students involved in tutorial work are

not as active in black consciousness courses, with which there is a

positive, but lower correlation (+0.28 with tutoring black students;
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40.22 with tutoring black children, both significant az4C.01 level).

Black consciousness courses actively involve 36 percent of the black

COportunity students compared to 26 percent involved in tutoring.

There was no significant relationship between either orientation and

degree of involvement in these four activities.

D. Attitudes Toward Non-Violence and Militancy

1. Terminology_ke.garding Urban Unrest

The most appropriate introduction for this section concerning

attitudes toward nonviolence and militancy is a discussion of the terms

used to describe the events that took place in Newark, Detroit, and

other cities during 1967, commonly referred to as "riots" in the daily

press. Students were asked to indicate which terms best described

these events. There was general agreement among the black Opportunity

students that the term "rebellion" best described these events.

While the public media may describe the events as a riot, approxi-

mately half of the black students described these activities as a

rebellion, which suggests a greater degree of defiance and resistance

among the people than the term, "riot." Combining the responses to

"rebellion" and "revolt " the two terms which describe en open defiance

or renunciation of allegiance to a government, almost two-thirds of

the students felt these terma best described what the press calls a

"riot." What is important is that almost two-thirds of the black

students who are the potential leaders of the black community feel

that such actions were a rcither united defiance of the system, as

indicated by the terms "rebellion" and "revolt." The degree of

militancy and defiance of the system is evident in these responses.
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TABLE 70

Terminology for Racial Disturbance

Fc_EILIPMELIRci_1=2f111A.E_gistribution

ac

100 Many different terms have been used to describe the events that
took place in Newark, Detroit, and other places. Which of the follow--
ing terms do you think best describes what happened?

1. Civil disorder 18 15

2. Re'oellion 57 48

Riot 10 8

4. Civil ri 11_3 activities 9 8

5. Revolt 18 15

6. Hoodlumism 2 2

Non-ascertainable 5 4

Total 119 100%

Definitions of the terms were not provided in the questionnaire so that
the responses indicate the respondent's definition of the terms. Three
of the terms are defined for the reader's benefit.

Rebellion: open defiance or resistance to the established
government

Riot: "disorder in abundance"
Revolt: a renunciation of allegiance or subjection to a

government

Source: Webster's Seventh New Colle-iate Dictionary. 1963).

There was nG significant rels ionship between either orientation

and the five te- s used to leseribe the "urban unrest," but there a-a

tendenci-s for both orientations to select certain terms more than

others.
1 The instrumental students were more likely to use the terms

1"Hoodlumism" was omitted in the analysis due to 1 w response rate.
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"riot" and "civil rights activities," while the intellectually oriented

students were more likely to select "rebellion" and "revolt. This

question concerning the terminology used to describe the urban unrest

during the summer of 1967 serves as an introduction to the other ques-

t' ns involving attitudes toward militancy.

TABLE 71

Rela onshl nstrnmental and ntellectual e t
to Terms Describing Racial D sturban e

Instrumental Orientation

Terms Mean S.D.

1, Civil Disorder 18 16 11.72 3.32

2, Rebellion 57 52 11.09 3.19

3. Riot 9 8 13.00 2.83

4. Civil rights activities 9 8 13.78 1.72

5. Revolt 18 16 11.67 2.70

Total 111 100% 11.66 3.08

F (4,106) = 2.061 (NS)

Intellectual Orientation

Terms % Mean S.D.

1. Civil Disorder 17 16 55.12 8.74

2, Rebellion 50 49 56.72 14.21

Riot 10 10 49.40 13.17

4. Civil rights activities 9 9 54.33 9.51

5, Revolt 17 16 58.29 16.36

Total 103 100% 55.80 13.88

F (4,98) 0.810 CNS)
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2. Attitudes Regardina The Increase in
Militanc- Violence

The following two questions are related to the previous question

in terms of the effect of such tactics (as riots or rebellions in

helping black people. The first question asked whether the "racial

disturbance" in the cities has helped or tvlen detrimental to the black

cause, and the second question asks whether black militancy has assisted

or been detrimental to the black cause. The intercorrelation between

these two questions (Q. 101 and Q. 103) is +0.40 (significant at ogil)

amonc- the black Opportunity students.

TABLE 72

,ns Racial Disturbance Assisted the Black Cause?

Frequency and_Percenta e Distribution

Q. 101 Some people say that these things in Newark and Detroit helped
the blacks; others say it hurt. What do you think?

Hel,)ed a great d al 50 42

2. Helped some 54 46

3. Hurt same 4

4. Hurt a great deal 7

Non-ascertainable 4 3

Total 119 100%
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TABLE 73

Has the Increase in Black Militancy Helped_Blacks?
Fre uenc and Percenta e Distribution

Black Opportunity Students

Q.103. Some people say that the increase in black militancy has helped
blacks and some say it has hurt blacks. Which do you think?

1. Helped a great deal 56 47

2. Helped some 53 45

3. Hurt some 6 5

4. Hurt a great deal 0 0

Non-aseertainable 4 3

Total 119 1007

Almost ninety percent of the students responded that the "riot

or rebellion" in the urban areas helped the blacks, and 92 percent

felt that the increase in black militancy also helped blacks. When

analyzed by orientaticn, there is no significant rel tionship nor

tendency for students of either orientation to select a certain

response to the first question, Q. 101. On the second question

(Q. 103), the instrumentally oriented students tended to respond

that increased militancy "helped some" (4.01). The intellectually

oriented students tended to select "helped a great deal" (.4.10).

TABLE 74

Relationship of Instrumental and Intellectual Orientations to
The Effectiveness of Increased Militany

Black Opportunity Students

1. Helped a great deal

2. Helped some

Total

Instrumental Orientations

Mean S.D.

55 51 10.85 3.14

53 49 12._51

108 100% 11.67
r (1,106) = 7.787 (4.01)

3.18
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TABLE 74 Continued

1. Helped a great deal

2. Helped some

Total

Intell--tual Orientations

N % Mean S.D.

50 50 57.86 14.86

50 50 52.66 11.83

100 100% 55.26 13.62

F (1,98) =3.747 4.10)

A related question concerns attitudes toward the use of violence

an, non-violence in the civil rights movement. The following question

(Q. 105) places violence-nonviolence in a civil rights, self-protection

context. There is an intercorrelation of +0.42 between Q. 105 and

Q. 103 concerning the effectivenPss of black militancy.

Q. 105 As the cvji rights movement has developed Iver recent years,
people have had an opportunity to form their awn op.,aions about the

use of violence and non-violence. At the present time there are many
different opinions about this. Which of the following statements
best represents your point of view?

(1) Non-violence is always the best
approach. 4

(2) Nonviolenee is best and civil _rights
workers shou1dn't carry -uns; it's
perfectly alright, however, for a man
to be armed in self-defense in his
own home.

(3) Non-violence is a good ideal and civil
rigL_Its_workems_genera
guns; nevertheiess, there may be situa.!.
tions where they should be armed to pro-
tect themselves in self-defense. 49 41

(4) Non-violence is _not a good ideal when
it comes to the self-defense of civil
rights workers; civil rights workers
should always_be_armed, ready to pro-
tect themselves. 30 25
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Non-violence is a foolhardy approach;
violence is certainly justified for
self-defense and may be justified for
retaliation and threat. 22 19

Non-ascertainable 5 4

Total 119 100%

Students with intellectual orientations as compared to those with

instrumental orientations tended to choose both extremes, (1) non-

violence in the best approach, or (5) non-violence is foolhardy, and

were less likely to choose the intermediate alternatives, significait

at the 44.05 level, The instrumentally oriented students did not

significantly choose any specific alte native but tended to split

among alternatives 2-3-4 and were less likely to select alternative 5,

as indicated in the following table.

TABLE 75

Relationship of Instrumental and Intellectual Orientations
Toward the Use of Violence and Nonviolence

Black Opportunity Students

Possible
responses

Instrumental Ori ntations

Mean S.D.

1. Nonviolencc. best 4 3 11.50 3.11

2. Nonviolence usually best 9 8 13.00 2.40

3 Nonviolence a good ideal 48 43 12.02 3.20

4. Nonviolence not a good ideal 30 27 11.63 3.13

50 Nonviolence is fGolhardy 22 19 10.18 2 99

Total 113 100% 11.62 3.13

F (4,108) = 1.849 (Ns)
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TABLE 75 Continued

Intellectual Orientations
Possible

.s.t.tr2nEte N % Moan S.D.

1 Nonviolence best .4 4 64.50 14.06

2. Nonviolence usually best . 9 9 54.67 10.59

Nonviolence a good ideal 45 43 51.42 12.34

4. Nonviolence not a good ideal 28 27 55.00 13.68

Nonviolence s foolhardy 19 13 61.74 13.15

Total 105 100% 55.02 13.21

To summarize the

toward nonviolence and

Opportunity students

F (4,100) = 2 -51 (4.05)

results of the question concerning'attitudes

violence the underlying tTL-end.aMongthe black

at least a questioning of the tOnviolence-

approach, with 85 percent feeling there may be situations when civil

rights workers should carry guns r self-pro'teution and defense

(alternatives 3,4,5, in Q. 105). This attitude is consistent with

the results of the previously discussed questions concerning terminology

for urban unrest (rebellion rather than riot) and the attitude that

increased militancy has helped the black people.

3. Attitudes Toward Civil Ri hts Or anizations

The -Anal two questions regarding attitudes toward nonviolence

and militancy involve the organizations which most closely represent

the respondent position on civil rights and the extent of active

persona: involvement in civil rights activi,.ies.

The Black Panthers and the National Association for the Advance-

ment of Colored People (NAACP) were the Vao organization receiving
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greatest endorsement by the black students at the time of the survey,

Spring, 1969. The frequency and percentage distribution of responses

follow.

TABLE 76

Organizations Which Represent Respondent's
_ s _ _

Position on Civil Ri hts
_

Percentage and Frequency Distribution

Black Opportunity Students

Q. 104 Which of the following organizations do you
represents your position on civil rights?

Congress of Racial Equality (CORE)

feel most closely

7

2. National Association for the Advance-
ment of Colored People (NAACP) 25 21

Southern Chr'3tian Leadership
Conference (SCLC) 7

4. Student 61nviolenc Coordinat
CommitL (SNCC) 18 15

Black Panthers 30 25

6. B13ck Muslims 2 2

7. Other* 13 11
(Ple.ase specify)

Non-asertainable 15 12

Total 119 100%

The only organizkation specifically identified was the Urban League,
n =2. Other responses involved "None of the above" or "combinations
of the above organizations."

In the analysis relating studero- orientations to civil rights

organizations, the codes for National Association for the Advancement
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of Colored People, Student Nonviolent Coordinating Committee, and the

Black Panthers were utilized; Congress of Racial Equality and Black

Muslims were deleted due to the low response rate. There was a

tendency for the students higher in instrumental orientations to

select SNCC and NAACP and not the Black Panthers. The students higher

in intellectual orientations tended to choose either the Black Panthers

ur SNCC, and were less likely to select the NAACP. The important

finding is the tendency for the students higher in intellectual

orientation to choose the more militant group, the Black Panthers,

and for the students h gher in instrumental orientations to choose

the less militant group, the NAACP.

For several years prior to 1969, the Black Panthers and the

Student Nonviolent Coordinating Committee had intellectual leaders

(such as Eldridge Cleaver, Stokely Carmichael) and distributed publica-

tions which appealed to a well-educated audience.

TABLE 77

Relation hi of Instrumental and Intellectual Orientations
to Civil Rights Organizations

RL2S1"""ER.IrlitStutl.2-1-1-t-E.

Instrumental Orientation

Organization N % Mean S.D.

NAACP 25 34 12.36 3.15

SNCC 18 25 12.72
2.49

Black Panthers 30 41 10.40 3.09

Total 73

_
1007 11,64 3.12

F 70) .4.521 (.4.05)
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TABLE 77 Continued

intelle- ual Orientation

Organization N %

NAACP 23 35

SNCC 17 26

Black Panthers 26 39 59.65- - -
Total 66 100% 55.59

F (2,63) = 2.825 10)

Mean

-51.56

54.82

4. Participation ir Civil Rights Activities

S.D.

10.31

11.25

13.69

12.32

The final question in this section involving attitudes toward

nonviolence and militancy concerns the responde: participation in

civil rights activitins either here on campus, in the Ana Arbor corn-

munity, or at home during vacation.

TABLE 78

Participation in C latling1LEAILLKLLLEL12gELmLJNW=LailtsLMWXIL

Frequency and Percent4g Distribution

Black Opportunity Students

Q. 94 Have you taken part in any civil rights acti =ities in the past
year or two, either here on the campus, in the community, or back home
during vacation?

2. Yes, have been active in the past
year, but not now

Yes, still active

Non-ascertainable

Total

30 25

41 34

47 40

1

119 100%
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TABLE 79 -

between In
and Par i -ion in Civil RI. h s Act vi

rumentrli and Intellectual

Black Opportunity Students

es

Possible Instrumental Orientation

N % Mean S.D.:responses

I. Have not been active 29 25 11.83 3.01

2. Active in past b_t t now 41 35 12.12 2.70

3. Still active 47 40 11.13 3.45

Total 117 100% 11.65

F (2,114) = 1.190 (NS)

Possible
responses

Intellectual Orientation

Mean S.D.

1. Have not been active 29 26 51.10 13.94

2. Active in past but not now 39 36 57.38 11.64

3. Still active 41 38 56.54 14.06

Total 109 100% 55.39 13.35

F (2,106) = 2.126 (NS)

When the question of involvement in civil rights activities was

analyzed by orientations, students of instrumental orientations were

less active than the intellectually oriented students. There was a

tendency for the instrumental students to have either been inactive

or "to have been active previously, but were not active at this time.

The nte tu1 students indicated a tendency either to have been

"active pre, but now naw," or to "contInue to be active in

civil rights activities."
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E. Summary

There are many findings which are particularly striking in this

chapter, some which are not sPecifically related to either orienta-

tion, and others which reveal the differences between students of

instrumental and intellectual orientations. Among the bl ck Oppor-

tunity students as a group, there is greater desire for one's children

to attend an integrated school than to live in an integrated neighbor-

hood. While there is some willingness to get out of the ghetto, there

is a greater willingness for interracial mingling in the school setting

than in the neighb-rhood. ,I interpret the desire for integrated schools

as an interest in the higher quality of instruction and facilities

generally available in integrated schools more than a genuiue interest

in integration. I do not feel the desire for integrated schocls sug-

gests a specific interest in integration since there is a strong

interest in living in a black neighborhood. The current policy of

neighboehood schools results in the children from predominantly black

neighborhoods attending predominantly black schools, which conflicts

with the desire for a more integrated school setting. The increased

interest in neighborhood control of schools is one way of rpgrading

the predominantly black schools.

The desirability of black faculty, counselors, and the opportunity

to live in an all black dormitory is widespread. The need for black

faculty and staff as role models and as individuals within the univer-

siey whom black students can trust and seek for personal and educa-

tional reasons has been discussed in Chapter 6. The d--ire for an

all black dormitory is more strongly related to the black student'

need for emotional support than to a racial ideology. Black students

-2 67
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express the desire for emotional support in an environment which they

perceive as rejecting black students, A black dormitory could provide

a place where they can gain temporary relief from the personal and

academic pressures of the white university, where they would not f el

isolated or singled out, having to perform better than other students

to represent the black race. By combining graduate and undergraduate

students and the active involvement of black faculty and staff, black

dormitories could offer a unique opportunity for studenta to deal with

the personal identity and black identity issues, to develop confidence

and self-respect in a supportive, educational environment.

Consistent with the conceptual basis of an intellectual orienta-

tion, there is a tendency for the intellectually oriented students to

think through an issue and to have clearly formed positionE, while the

instrumentally oriented students do not respond in a definite manner.

The intellectually oriented students also displayed divergent view-

points in a consiste t way; they were either very interested or were

not interested in an equally integrated dormitory; they either endorsed

milit,nt actions or supported nonviolent actions. In comparison with

students of instrumental orientations, the tendency for students higher

in intellectual orientation to have formed definite, but divergent,

ideological positions supports the theoretical construction of these

two orientations.



CHAPTER VIII

Summary and Recommendations

In this concluding chapter, I will discuss the five major find-

ings of this study and their implications for the University of Mich-

igan. To the extent that the relevant characteristics of other insti-

tutions are comparable to the University of Michigan (a predominantly

white student body with approximately three percent black student

enrollment at the time of the study; relatively high admission standards

and academic expectations, minimal student-faculty contact and influence

beyond the classro these findings and implications will hopefully

be generalizable beyond the specific setting of the University of

Michigan.

, Jleview of Ma4or Findin s

1. Similarity of Black-White Resikonses
to Educational QuestIons

As discussed in Chapter 3, a preliminary analysis of the Ques-

tionnaire_ and the Omnibus Personality Inventory did not reveal differ-

ences in the responses of white and black students to be of sufficient

magnitude to warrant controlling analysis on the race of the respondent.

The questions for which there were not significant differences involved

educational objectIves, academic and personal problems) attitude toward

courses and faculty, the basis underlying the aelection of peers and

referent figures. The one exception involves the responses to ques-

Lions concerning race relations in which white students accept blacks

to a greater degree than blacks accept whites. More significant

differences in the responses were evident when analysis involved a

250
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socio.-economic variable such as receiving an Opportunity Award Scholar-

ship. Undue emphasis on racial differences without consideration of

social and economic factors which contribute to such differences is

not justified.

2. Differences In Black-White Responses
to Race Relatign2A-9.21a12aA

Underlying this simila.ity of attitudes toward their edu ational

experience is the predominant feeling among black students of a super-

ficial acceptance by whites, including both the Opportunity students

who are the focus of this study and the black random sample students.

In response to a question asking "in what ways have your ideas about

race relations changed at Michigan," black students report more antagon-

istic feelings toward students of other races and a greater belief in

separatism than integration. These perceptions contrast with those

held by the white students and represent the most significant racial

differences in the study.

The fact that blacks feel more antagonist toward whites during

their experience is a problem. The issue is not that this is a problem

at the University of Michigan, but a problem which probably occurs at

other institutions as well. The University must be aware of the increas-

ing polarization between blacks and whites and take steps to ameliorate

a potentially disruptive situation.

Problems Experienced ty_Opportunitv Students

The most significant problems experienced by black Opportunity

students as a group involved the following five areas: (1) academic

press and resulting self-questioning; (2) lack of interest in courses

and a lack of s lf-discipline; (3) a feeling that the system is against
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them; (4) feeling lost and overwhelmed by the University; and (5)

experiencing difficulty in joxning groups. (Chapter 5 pp. 98-112) The

only problems experienced by students regardless of orientation involved

a lack of interest in courses and/or a lack of self-discipline, and

poor study habits, three highly related variables.

In addition to a questioning of academic competence, one of the

major differences between students from disadvantaged backgrounds (both

black and white) and the average undergraduate is the disadvantaged

student's continued involvement with his home and family situation. The

typical white undergraduate comes to college relatively free of concern

regarding the basic needs of his parents and family. This freedom is

rarely experienced by students from disadvantaged backgrounds who

frequently go home on weekends to assist the family in some way: to

work and.thus,contribute to the family talc to care for the children;

to shop for the family and redeem the food stamps which the parent is

too proud to turn in. If something happens to the mother or father,

it is not unusual for the student's continued enrollment to be threatened

due to the necessity of helping at home. The disadvantaged student not

only carries the domestic problems to the campus but his frequent

return home on weekends reduces the time generally available for study

and informal activities.

When analyzed by orientations, it is evident that students with

instrumental orientations tend to perceive an environment which is not

supportive for them, in marked contrast with students of intellectual

orientations. With the exception of a lack of interest in courses,

each of the above problems are more highly related to students higher

in in trumental orientations than to students higher in intellectual
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orientations. The instrumentally oriented students, those who want

to do well in their course work and be ome well prepared occupationally,

feel tremendous pressure in the academic area. The whole idea of

college and academic pressure is wrought with tension for the instru-

mentally oriented students. Within the area of academic press and

resulting self-questioning, the instrumental students identified

competition, anxiety about grades, and a "questioning of my academic

abilities ot doing as well as I had xpected" as significant prob-

lems. These students are also more likely to feel the system is agaik.st

them in terms of "exams which don't permit me to show what I really

know" and unfairness in grading, while students with fLntellectual

orientations do not experience either of these problems. These "system-

blame" factors take on additional significance when they are combined

with the lack of supportiveness perceived by black students in general

and particularly by students of instrumental orientations. When prob-

lems of competition for grades and experiencing difficulty joining

groups are combined with taking exams which "don't permit me to show

what I really kn " and a feeling that the grading is unfair, it becomes

clear that the students with instrumental orientations do not feel part

of the academic mainstream in cont a t with the intellectually oriented

students for whom these factors pose leas of a problem.

The problems which the intellectually oriented students exper-

ience tend to involve interpersonal relationships rather than a ques-

tioning of academic competency. The problem of feeling forced to choose

between my white and black friends is significantly related to intel-

lectual, but not to instrumental orientations. (Chapter 7, pp. 225-227)

This is consistent with the tendency among intellectually oriented

V
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students to se3ect white friends with greater frequency than instru-

mentally oiiented students, and re_-lisequently, to experience a conflict

in choosing between white and black friendships.

A feeling of social isolation and loneliness is a significant

problem for the black students with white friends, and tends to be

accentuated as the number of white friends increases. Students indicate

they are "unable to find individuals or groups who were congenial and

with wham I felt happy", "feel isolated and lonely", and "feel dis-

illusioned about a friendship or a friend." (Chapter 6, pp. 194-197)

Students who stay within the black community for friendships and

referent figures tend to respond to the white student's questions about

his experience as oversolicitude. The more the black stlent has white

friends and involves himself in the white as w 11 as the 'black commun-

ity, the less likely he is to feel white students are oversolicitous

but the more likely he is to feel that he has to choose between his

white and black friends, and the more he is likely to experience lone-

liness and social isolation.

As the number of white friends increases, the black student

increasingly feels that white students are unfriendly. (Chapter 6, pp.198

-201) This finding gives greater clarity to the earlier finding

regarding disillusionment about a friendship. It suggests that black

students whc extend themselves into the white community and who tend

to have clocer ties with whites than blacks may feel df.sillusioned in

less than a complete acceptance of them by their white friends.

The search for personal identity posed more of a problem for

students with white friends and a white referent figure than for

students with no white friends or a black referent figure. (Chapter 6,
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p.201) The personal identity issue continues to be a problem for many

students and tends to pose a more significant problem for students with

white referent figures than for the students with black referent figures.

(Chapter 6, p.203)

4. Mm.ortant and Neaninfu1 E2periences

The most important experiences of the black Opportunity students

involve academic experiences--the importance of faculty and course-

related experiences, culturally broadening experiencs, and a search

for identity. Both the course-related experiences and the importance

of "getting to know faculty, seeing and talking with them outside of

class" are more important to the black instrumentally oriented student

than the black intellectual. The instrumentally oriented student has

found the classes challenging and is generaliy Jatisfied with his

academic experience, despite considerable self-questioning of whether he

will be academically succe sful. The intellectually oriented student,

having broader conceptual and esthetic interests, finds the classroom

work, lectures reading, and discussions of less importance than the

instrumentally oricnted student and is less satisfied with his

academic experiences. (Chapter 5, p.118)

The importance attributed to working with and getting to know

- faculty is greater for the instrumentally oriented black students

than the black intellectuals. White faculty do stimulate the

instrumentally oriented black students, but have little effect moon

the black intellectu 1s. These results are also true for the white

instrumeiltaI and intellectually oriented studen s. The black and

white intellectuals appear similar in their disenchantment with the
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traditional educational experiences both the classroam experience

the lack of involvement with faculty. The intellectual students tend

to be put off by classes will h they feel are not stimulati g; they

do not feel getting to know and talking with faculty is as important

as the instrumentally oriented student. The in trumentally oriented

student finds the classes stimulating and feels that his acquaintance

with faculty has been a particularly meaningful experience for him.

It appears that the present undergraduate educational program in a

large university is not particularly attractive to the intellectual

student, either black or white. By failing to challenge him in the

classroom, the intellectual ste7lent seeks stimulation elsewhere; he

tends to find stimulation in his peer group, by reading beyond class

assignments, and in independent reading. (Chapter 5, p. 130)

All students regardless of orientation, feel that the "culturally

broadening experienceJ are very important. (The three variables

Include: "learning more about literature, art, and music;" "meettng

new types of people;" and "developing better patterns of speech.")

The instrumental students place greeter importance on learning more

about music, art, and literature and devetaping better patterns of

speech, while the intellectually oented students tend to stress the

importance of esthetic experiences and 'Ene tiug new types of peor'e I

h ve never met before." These findings present a somewhat self-

denigrating description of the instrumental student who appears to be

saying that, in spite of, or in addition to, academic-occupational

preparation related to raising their social or economic status, they

are concerned with self-betterment and want to learn more about music,

art, and literature, and to develop better patterns of speech while in
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college. (Chapter 5,pp. 138-140)

Students of both orientations are dealing with the que tion of

self-identity. Certain aspects of the identity question hold greater

importance for students of both orientations; that is, students vary

in the degree of importance which they place on certain identity issues.

The importance of "being on my own, the sheer experience of being in-

dependent* is highly correlated with instrumental e-:ientations. There

is a definite trend, although not statistically significant for iD-

creasing intellectualism to be related to increased importance of

"self-discovery, self insight --the discovery and development of new

interests and talents."

Students of instrumental orientations place greatest importance

on "finding a sense of purpose in life" while the intellectual students

place greatest importance on "developing my understanding of people and

the factors which influence their'feelings, thoughts, and actions."

The importance which instrumental students place on finding a

sense of purpose in life, and developing a philosophy of life,

interesting because it implies an openness to new experiences. Stud-

ents of instrumental orientations come to college with specific goals,

oriented toward classwork, desirous of a definite structure, and yet

they feel that finding a sense of purpose in life and thinking through

a philosephy of life are very important in their college experience.

Voeationalism, at least among black students, is tied to the issue

of relevance. The conceptual interests among students of intellectual

orientations may explain their increased involvement in developing

greater understanding of people rather than finding a sense of purpose

in life which characterizes srudents of instrumental orientati ne.
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5. Friends and Referent Figures

Black students do have white friends; approximately twenty per--
cent of the black students chose a white student as their best friend.

Instrirnientaliy oriented students chose a black rather than a white

student as their best friend and the probable selection of a black

friend increases with an increase in instrumental orientation: the

higher the instrumental orientation, the greater the probability that

the best friend will be a black student. When the racial identity of

the respondent three friends was analyzed, instrumental students

are likely to hal.e none or no more than one white friend. Increased

frequency of listing white students among the three best friends was

associated with a lower instrumental orientation. In contrast to the

predominantly black friendships of instrumentally oriented students, the

intellectually oriented students more often tended to choose a white student

as their best friend. Similarly, there is a strong trend between a

higher intellectual orientation and the number of white friends. The

higher the intellectual orient tion of the respondent, the more likely

he is to have one or more white fri nds. (Chapter 6, p. 154)

In the analysis of referent figures, bla k Opportunity students

identify students as referent figures more frequently than faculty,

by an 80 to 20 percent proportion. Thirty-five percent of the refer-

ent figures were white sixty-five percent were black. Instrumentally

oriented students tend to select black studente as referent figures.

While the majority of Intellectually oriented black srudents also

select black students as referent figures, a large minority chose

white faculty referent figures. White referent figures are more often

chosen by intellectually oriented than by instrumentally oriented
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students. (Chapter 6, p. 176)

The reasons underlying the selection of a faculty referent lizar_e

were based on a combination of academic-occupational and professionally

related factors for the largest proportion of respondents. The type

f relationship with a faculty referent figUre was perceived as largely

personal by 70 percent of the students, who indicated the relationship

was between the respondent and the referent figure; 30 percent indicated

the relationship was of a general nature, being both a relationship

with the respondent and with other students. Fewer than six percent

indicated a modeling relationship with a faculty member. A modeling

relatl_onship involving a white referent figure for a black student

is probably inappropriate at this time when black Identity seems to

be an tmOortant factor for black undergraduates. Consequently, the

most frequently reported reason underlying the selection of a faculty

referent figure is logical: the faculty ember's concern for their

progress and intellectual achievement.

Implications and Re amm ndations

1.. Recommendations Concerning_Race Relations

The most difficult issue with which the University and probably

any institution must deal involves race relations and specifically,

the tendency for blacks to have more antagonistic feelings toward

whites as a result of their college experience. The experiences con-

tributing to the black student's ieeling of superficial acceptance and

increased antagonism need to be identified and ameliorated. Problems

in race relations may involve virtually all aspects of the student's

life: personal interaction with other students in the dormitory,

clas eS, social life; and Interaction with faculty in the classroom.
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The followilg three recommendations are not new; they are courses

of action which the University does nOt often consider due to the pres-

sures of everyday life.

(1) The need for dialogue. White stude ts need to be aware of

the problems blacks experience before they can adapt their behavior

accordingly. For example, when large classes are divided into small

study or project groups, it Is not unusual for black students to find

themselves alone, not included in one of the groups. There are often

an insufficient number of black students to form their own group, which

results in an awkward situation. Dormitories and dining halls also

present situations where blacks may feel inttmidated or feel forced to

choose white or black friendship groups. Open forums moderated by

students and faculty in the dormitories, clas8es, and university- ide

for the purpose of discussing racial issues would help to establish

dialogue and hopefully increase understanding.

(2) The faculty need to become more sensitive to racial issues.

The attitude of faculty and academic counselors toward black and dis-

advantaged students is easily picked up by subtle references and nuances:

faculty knowing the first names of black students but not of other stud-

ents in the class; appearing oversolicitous in their concern that black

students understand a given point, thereby singling out the black stud-

ents; the use of racial slurs in classes where the faculty believ d all

students were white; the use of terms like "eente-meenie-miney-mo" etc.,

(3) More 'soul" _xhibited on the part of administrators at the

appropriate ttme. In discussions with black students concerning n-

creased black enrollment and other race-related issues, administrators

at several institutions have been overly cautious, practical, and
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legalistic when a perso_ 1 declaration of genuine concern would have

been a more effective response.

2. Recommendations Concerning Problems
Experiencea by Black Students

a. Black_Facilities to Meet Personal-Needs

Black students need to get together f r personal and social

reasons. Black fraternities and sororities and "black cultural centers"

which might be incorporated as part of an Afro-American program provide

opportunities for personal and cultural enrichment not presently avail-

able. With approximately half of the students surveyed indicating an

interest in an all-black dormitory, such an option should be considered

by the University. Segregated facilities, whether by design or peer

pressure cre te difficulties for the University. I believe, however,

that we are dealing with certain issues, such as the need for black

students to establish a black identity, which may be more important

this time than ten years from now, and that temporary solutions are

needed to solve temporary problems. Properly staffed black dormitories

can serve a personally supportiv and educationally useful purpose.

It can be argued that such facilities are segregated and that, if pro-

vided for one racial, ethnic, or sex group, should be provided for

others. It can also be argued that such dormitories may have consider-

able educational and psychological merit at this particular time,

think the university may have to consider temporary solutions to prob-

lems, and a black dormitory may be a temporary solution, temporary in

the sense that its purpose may be outdated in the near future.

Higher education, as part of a social system, mu t respond to

the needs of the social system. Other institutions within the social
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system have adapted to the recent concern for equality of access for

minority groups. Increased access is one factor; change in the curr-

icular area is often more difficult to enact. Substantial changes have

occurred in institutions of higher education during the past decade:

increased numbers ?"f disadvantaged students have been admitted; com-

pensatory programs have developed to provide educational assistande if

needed; the success of disadvantaged students has led to a reevaluation

of admission criteria and a discussion of the purpose of an education

(for example to what ?,xtent should the "best qualified" students,

determined by traditional criteria, be balanced with a consideration

for the potential for change and development; Black Studies hich

provides the opportunity for blacks to study their heritage and to

d velop a rationalization for their behavior, or, as Julian'Bond states,

"the development of a curriculum and an Ideology suited to extricate

the black man from himself."' Black studies, if designed to relate

the rigors of abstraction and the application of theory to real prob-

lems, may serve as a model for the reform of all studies.

Proposals for Change

1. In Compensatory Prpgrams

The increased enrollment of disadvantaged students in higher

educational institutions has stimulated thought and change in several

areas, two of which are compensatory programs and the curricultnn. One

of the issues facing institutions which have enrolled increasing

numbers of disadvantaged students Is how to cope with the disadvantaged

-JUllan Bond, "We Hold These Truths," in The Cam us and the
Racial Crisis, ed. by D. C. Nichols and 0..Mills ashington: American
Council of Education, 1970) p. 14.

,281,
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student's lack of educational skills in relation to the students from

more privileged backgrounds and who attended educationallv superior

secondary schJols, superior in terms of the academic competence of

other stud tts, quality of instruction, equipment, and expenditure per

student. In comparison with the average undergraduate, the disadvantaged

students begin their freshmen year at the University _f Michigan,with

substantially lower levels o2 reading speed and comprehension, less

efficient study skills, less experience in writing and preparation for

examinations, and they have usually experienced less success in test

situations The majority of disadvantaged students did not voluntarily

seek assistance in these educational skills even though such assistance

was recommended by academic counselors. In order to gain group support

for learning these skills considered essential for academic success,

certain sections of introductory c-urses can be offered which incorporate

these skills into the emester'g vork. The techniques of studying,

reading, writing, and exam preparation can be incorporated into the

course content, thereby attempting to satisfy the educational needs

of students and to utilize group support in an area in which individ-

uals were not voluntarily seeking assistance. 2

In additi n to the incorporation of educational skills in the

- coursework, some of the black students, particularly the juniors and

seniors, who believe the improvement or mastery of educational skills

is particularly important, have effectively counseled freshmen students

concerning the need for such skills. The entering black freshmen have

2This idea was proposed by William Fenstemacher, Allen R. Smith,
and Frank Yates in a joint paper, Summer, 1968, and subsaquently
adopted by the College of Literature, Science, and the Arts with the
assistance of the Coalition for the Use of Learning Skills in 1970.

?282
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accepted this advice from fellow black students with greater serious-

ness than was the experience of the academic counseling officevriox to

the assistance of the black upperclassmen. Several of the black under-

graduates are being trained to teach the reading and study skills and

will work with groups of black students in this area.

2. In the Curriculum

In addition to these compensatory programs there is a need for

greater flexibility within the curriculum0 In my opinion, the present

curriculum In the Collge of Literature, Science and the Arts at the

Urtiversity ;3f Michigan, and probably at many other institutions, is

not meeting the academic and personal needs of two groups of students,

the instacumentally oriented disadvantaged student and the student weary

of academic study. This study has discussed the problems of the instru-

mental, vocationally oriented disadvantaged student whose high sch ol

background may not have prepared him to be skilled in handling complex

conceptual issues, to compare and evaluate various theories or concep-

tual frameworks. In addition, black students frequently question the

relevance of their course work to their personal life and to the broader

needs of the black people. Some students complain of taking courses

for the _ingle purpose of completing the degree, with minimal personal

involvement in the course contents Having experience as an academic

counselor- in the liberal arts college, I am also awa e of similar

feelings exp_essed by well-prepered students from privileged back.-

grounds. These students come from some of the best secondary schools,

have performed successfully in a competitive, aca...emic environment

but are tired of the academic rat-race and de ire a different form

of academic challenge than the t aditional classroomlecture format.
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I feel the present freshman courses do not meet the needs of these

two g oups of students, the instrumentally oriented disadvantaged

students who have not had the privilege of an academically superior

background and who question the value of their courses, and the well-

prepared students who appear unchallenged by the continuation of

academic fare similar to their secondary school experience. I feel

the following proposal has merit for these students, particula ly

dering the freshman year which is not only a tran itional year between

high school and college but Is also the year in which many students

experience disappointment in their college courses, feeling a real

"let-down" because their expectations of an academic challenge were

not fulfilled.

I recommend incorporating greater flexibility in the curriculum,

and particularly the freshman year curriculum, by offering courses or

class sections which combine the theoretical introductory material

with the opportunity for personal involvement in issues related to

the academic area. The personal involvement would provide an oppor-

tunity for students to experience the challenge derived from dealing

with real issues, thus responding to the relevancy question, and would

hopefully intensify interest in the conceptual portion of the course.

The combination of theoretical course work combined with action-problem

oriented issues is particularly applicable in the social sciences

which might offer same of the following programs: an analysis of

political influence a d action in urban problems, or in environmental

problems; the impact of economic factors on f culty unionization and

other educational issues. The combination of theory and personal

involvement would hopefully satisfy two criticisms of students
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concerning current course offerings: (1) questioning the relevan e

of the course which often inhibits the student's learning the i r--

ductory material; and (2) feeling that college courses are very

similar, and in. some cases, repetitious of high school courses. The

personal involvement in some of the crucial issues facing the dis-

cipline would hopefully increase the student's insight il%to the

academic area, such as learning what sociologists, biologists, etc.,

do and carry over to increase student motivation in the area. The

opportunity to extend the classroom into the community and to apply

the theoretical material to social issues would be a valuable learning

experience, particularly at a time of heightened social concern.

An expansion of the idea to combine course work with put-of-class

experience is a prop sal for a two track curriculum combining a formal

degree program with a developmental approach to the academic program,

emphasizing self-discovery and exploration. The idea vas originally

proposed by Dr. Theodore H. Newcomb in "Open Admission: Before the

Deluge."3

How is it possible to offer diverse kinds of learn-
ing experiences, suitable for students of very different
intellectual capacities, and of different educational and
social class backgrounds? How can this be done without
creating a class system within the college or university?
These are the general problems, to be kept in mind as we
consider the more specific problems.

0

'If both students and institutions should really
take the second contract Dtudent academic and personal
developmena seriously, students would not begin by
entering a formal curriculum of successively prescribed

3
Theodore M. Newcomb, ItOpen Admission : Before the Delu&,"

(Paper prepared for the American Association of Higher Education
Meeting in Chicago, February, 1970), pp. 3-8.
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courses. Instead, each one would have a series of exper-
iences that he considered desirable for himself at that
time. Postpcling, for the moment, questions of grading
and certification, my present point is simply that a
system in which every student is expected to do his own
thing can at least minimize the social distance between
those who choose to do very different things. I would
argue, furthermore, that under such a system the likeli-
hood of learning to choose increasingly complex and pre-
viously unfamiliar things is greater than in inatitutions
governed by the first contract Offering a formal prescribed
curriculuma

ID hope that colleges could offer some ver 1 n
of a developmental approach within the curriculum:3 Its
implementation would run somewhat as follows. "If you
want to learn something about the world of business
(for example), why don't you join a group of students
with the same interests? Never mind, now, about grades
and credits. If you find that you want to continue in
that line, you can join other groups later, and work
for credits th-t you are sure you want. Maybe we can
help you find a part-time job where you can give it a
try. If and when you want us to certify you, we'll
make an honest reportwith your help--of what you have
done and what you want to do next. Of course we have a
formal degree program, too, if you should later decide
that you want that...." The determined premedical stud-
ent, to give another example, would be advised in similar
fashion, but with more attention to the prerequisites
likely to be demanded by medical schools.

The considerable number of students who have no
special vocattonal aspirations would be inducted in
similar ways. I see no need for requiring a fixed
number of courses each term, nor even a fined set of
distribution requirements for all studenLs. Those who
at some time decide to work for a formal degree should
of-course be informed of its requirements. The common
featuretb of the second contract gevelopmental approach]
are plurrJism and a lack of tnstitutional concern with
grades, cv, -Sits, and degrees. The individual student
may himselt develop such concerns (for exampl-a, in ordszr
to be accetpt:ed by a law school), but self-discovering
and exploration should be the keynotes.

What I am advocating4 in short, is institutional
planning for two paths toward education, and ready
avenues of transfer from the one to the other, together

2
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with the possibilities of pursuing both of them simul-
taneously. One would be for formal credit. The other
would not, being justified only on grounds of the stud-
ent's interest in a certain kind of experience. I would
hope that even students hell-bound for certification
would spend some of their time treading the less formal
path.

Suppose criteria of individual growth are to be
seriously considered in planning for students. Then
the educational program must be viewed not just in
terms of curriculum--which, after all, is only a formal
way of organizing experiences of learning. 1 can think
of no more central aspect of individual growth than
learning to take responsibility for one's own learning.
And this cannot very fully occur, I have come to believe,
in a setting where most of the decisions that affect the
student's educational experiences have been made in
advance by someone else. Learning to take responsibility
for one's own learning (the apparent redundancy is delib-
erate) is not just a matter of making choices for one-
self, however freely, among ready-made Jaternatives.
Behind those individual choices lie the processes by
which the alternatives themselves are determined, and
participation In those processes can add a powerful
incentive to learning. My own observation...suggests
another advantage of student participation in planning
educational programs: it often leads to better decisions.
And it seems to me a reasonable prediction that this
would be all the more likely in institutions that include
students of kinds that most faculty have little experience
with.

3 The Need for Adult Models: Black
TaJeulty_and Counselors

The need for black adults in the intellectual community should

be obvious after reading Chapter 6. It is not likely that black

students will establish a close personal relationship with a white

faculty member during the current period of time which stresses black

identity. Black students n ed black intellectual models for personal

and academic reasons. Black faculty provide a model of successful

attainment within the academic world-and, hopefully, will also serve

a leadership r le within the university community. Only black
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counseloru and psychologists can be effective in dealing with the

black student problems involving personal and racial identity Issues.

4. Recognize_the_Specifie_Problema
Illts&Illy_C!rtaiA_Students

Bleck students with white friends experience problems of lone-

liness and a disappointment in their friendships to a greater extent

than black students with black friends. These students tend to be

rejected by the black community crLd are not completely accepted within

the white community. You mill remember that these students tend to

be the intellectually oriented black students and tend to select

friends with similar interests. The Increasing enrollment of black

students might lessen the problems of loneliness and intrapersonal

conflict over the black ident ty issues but at this day and age,

there is an inherent conflict involving black-white issues for stud-

ents high in intellectual orientations.

This study has not discussed the problems of the disadvantaged

white student that is, the white Opportunity student, a person who

comes from a parental and educational ba kground very similar to the

black Opportunity student. In fact, the white and blackOpportunity

students usually attended the same high school and experience similar

academic problems. In addition, the white Opportunity students feel

they are not completely accepted by the white student body due to

so-i- economic and cultural differences. Theyalso feel as much and

sometimes greater academic pressure as do the black students. They

feel the faculty does not recognize that they come from the same

academic background as the black students and, if faculty expectations

are more flexible for blacks than for whites, the black student derives

288
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the benefit but the white Opportunity student is expected to compete

with his privileged white counterparts. The university needs to

recognize the problems experienced by certain di advantaged students,

and all students for that matter, and attempt to be responsIve to

their Intellectual and personal needs
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A. How the Sample Was Drawn

1) The White Random Sample

The white random sample (actual number of respondents: 64)

was drawn from the student directory based on registration during the

fall term, 1968 (September 1968). Every student enrolled in LS6EA

whose name appeared first on the upper left-hand corner of every

second page was included in the "white random sample." There, of

course, was no way to determine if a student so selected might be

black. The final determination of race was based on the student's

response to certain questions in the Questionnaire. This process

produced seventy-three students (73) of wham 64 completed the question-

naire.

(2) White and Black Opportunity Students

The selection of the Opportunity Students and the random

sample black students presented a more complicated process. A

compliance report for the Federal Government regarding the enrollment

of minority students based on the September 1968 registration indi-

cated approximately 339 blacks enrolled in the College of Literature,

Science, 4nd the Arts at that time. The names were not available to

anyone, and I mention this number only as a reference figure to

estimate the population from which I will draw my sample. The

Opportunity Award Program identified 317 students in the same year

but does not d fferentiate as to race. The closest I was able to

come to the 339 figure in the compliance report was 327 according to

the following breakdown: 243 Opportunity Award black students; 71
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Opportunity Award whIte student 1
for a tot 1 of 314 Opportunity

Students (rather than the 317) 2 and 84 non-Opportunity blacks, so

that 243 Opportunity blacks and 84 non-Opportunity blacks totals 327

blacks compared with the compliance report figure of 339. The list

of 243 Black Opportunity students was brok n down by class and then

by sex within each class with the objective of attaining an approxi-

mately equal number of respondents in each class and sex. The follow-

ing table identifies the process.

From 81 Freshmen:

13.1aeldents (N = 243)
Actual Res_p_qpdents

32 Freshmen*

31 men, 16 men were selected
50 women, 12 women were selected Tote ing 28 16 men

16 women

From 93 Sophomores: 31 Sophomores

37 men, 23 men were selected
Totaling 3656 women, 13 women were selected

18 men
13 women

1
The seventy-one (71) Opportunity Award "white" students include

twenty-five (25) of other minorities (Spanish surname, Oriental, and
American Indians) who were omitted from the study, leaving a total of
forty-six, of whom 40 completed the questionnaire. To my knowledge,
these forty-six students represent 100 percent of the available
sample of white Opportunity students.

2
The brochure entitled "Opportunity Award Program" identifies

317 Opportunity students in tue College of Literature, Science, and
the Arts (LS&A). The list which I received from the Opportunity
Award Office was compiled in January 1969 and included 343 names,
some of whom were enrolled in professional schools (such as Nursing,
Medical Technology, and Engineering) which require freshman year
courses in LS&A, and twenty-five students of other minority groups,
who were omitted when they could be identified. After excluding these
students, I was using an effective list of 314 Opportunity students,
enrolled in January 1969, 243 of whom were black.



274

From 49 Juniors 29 Juniors

16 men, all 16 men were selected
33 women, all 33 women were selected

10 men
19 women

From 20 Sentors:*** 27 Seniors*

11 men, all 11 men were selected
9 women, all 9 women were selected

Total: 243 students

Totaling 20 14 men
13 women

119 actual respondents
58 men
61 women

*More respondents than sampled due to Lmprecision in list of Oppor-
tunity Award receptents.

**All of the juniors were selected because 33 of the total 49 juniors
were Included in a study directed by Dr. Donald Brown of the Center
for Research on Learning and Teaching during their freshman year
(1966). The 33 students were purposely included among the total 49
for the possibility of gaining additional Information on these
students for longitudinal research.

***It Is possible that a few of the seniors may be in their fifth year
of undergraduate study. No attempt was made to identify such
students if this was the situation. Prior to analysis, the
student's class or year in school was determined from the student
directory, while the class year used in analysis was determined
solely from the student's reponse to the Item in the questionnaire.

(3) The Black Random Sample

During the January 1969 registration, The Black Student

Union, the largest-black group at the University, had several of its

members stand near the only exit and asked all black students to sign

a list so that they might know the names and addresses of black

students attending the University.

After discussing the purpose of the proposed research and

Implications for change within the University in terma of feedback

concerning the education of black students, the leaders of the Black

Student Union permitted me to use their list of black students. With-

out the assistance of the Black Student Union, it would have been

impossible to identify the black random sample.
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After eliminating those students not registered in the College of

LS&A, the list wss compared with the names of students receiving

Opportunity Award assistance in order to exclude the latter, thereby

reducing the number of non-Opportunity blacks to 84 students. I have

termed this group the "black random sample." I wanted an approximately

equal number in both the white and black random sample and consequently

selected 76 of the 84 students for the study, according to the follow-

ing table.

Selection of the Black Random

From 13 Freshmen:

5 men, 5 men were selected
8 women, 6 women were r-lected

From 35 Sophomores:

17 men, 17 men were selected
18 women, 16 women were selected

From 21 Juniors:

11 men, 11 men were selected
10 women, 8 women were selected

From 15 Seniors:

5 men, 5 men were selected
10 women, 8 women were selected

Total: 84 students

(Total N = 84)

Actual Resp_ondents

13 Freshmen*

Totaling 11

Totaling 33

Totaling 19

Totaling 13

5 men
8 women

19 Sophomores

7 men
12 women

14 Juniors

7 men
7 women

8 Seniors

2 men
6 women

54 actual respondents
21 Men
33 women

*The larger number of freshman women respondents, eight compared with
the six selected, is error attributed to two possibilities: students
chosen in the random selection from the student directory and/or an
Opportunity student who did not indicate receiving such assistance
in the Questionnaire. The respondents were placed into one of the
four groups according to responses to questionnaire items and no
attempt vas made to determine the validity of the questionnaire
responses to the lists used in drawing the samples. The small error
which existed is insignificant.
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It is important to realize the percentage of the total group which

each of the four groups repre, _nted since inferences will be made for

the entire group of students. The following table provides this

Information.

TABLE 80

The Representative Nature_ of the Four Groups

Percentage
of Esti-

Estimated Total Number Total N Actual N Percentage mated N
Available in Each Group Selected Respondents Return Available

White Random Sample: 7. 73 64 88%

White Opportunity Award:
46 46 40 87% 87%

Black Opportunity Award:
243* 133 119 89% 49%

Black Random Sample: 76 54 71% 64%

Total: 328 277 84%

*As explained above, the 243 figure compares favorably with the
number (246) of black Opportunity students provided by the Oppor-
tunity Award Office. A total of 317 students receive Opportunity
Award assistance, 71 of wham are not black; 46 are white (my find-
ings) and 25 are other minority groups thus leaving (317-71=)246
Black Opportunity Award students. There is an error of three.

**The greatest possibility for error lies with the selection of the
black random sample, since black students could have refused to
sign the list in the registration line. The 84 represents the
total number available from the list provided by the Black Student
Union. The University's compliance report using data collected in
the September 1968 registration indicated the following breakdown:
109 non-Opportunity blacks, 220 Opportunity blacks, totaling 329
blacks, although the compliance report is subject to the same error;
students misrepresenting or refising to Indicate race. While my
proportions are slightly different, the total (84 243 = 327)
compares favorably with the compliance report's total of 329. If
the 109 figure represents the total number of non-Opportunity blacks,
the 54 respondents represent 50 percent of the total available.

Using my figures of 327 blacks, 84 (26%) are non-Opportunity

students, 243 (74%) receive assistance through the Opportunity Award

29 5



277

program. If the compliance figures are used, 109 of the 329 3%) are

non-Opportunity students, while 220 ono receive Opportunity Award

assistance.

The initial sample of all four, groups totaled 328 students, of

whom 288 completed the questionnaire for an 88 percent return. Eleven

(11) of the 288 were eliminated after the data were collected when it

was learned that thes students were registered in professional pro-

grams (such as Nursing, Medical Technology, Engineering) and were no

longer enrolled in the College of Literature, Science, and the Arts.
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THE UNIVERSI TY OF MICHIGAN
ANN A R BOB

OFFICE OF THE PRESIDENT

WILLIAM L. CA.ML J.
Asti Sla/II sta the PreSiderAI
for Human Relatiom Affairs

February 3, 1969

To: Students in the College of Literature, Science, and the Arts:

The University of Michigan is undertaking a study of under-
graduate life in the College of Literature, Science, and the Artr., and
invites your participation in this research. The basic purpose of the
study is to determine how students in LS&A view their educational ex-
perience so that the quality of this experience may be improved for both
you and forthcoming students. We are primarily interested in your
feelings about your education thus far, your evaluation of the faculty
and stafC, and the satisfactions and disappointments which you have
experienced as a student here at Michigan. The research is being under-
taken and supported by the Office of Special Programs and the Office of
the Ass5stant to the President for Human Relations and Coordinator of
the Committee for Human Relations Programs.

Since we are particularly interested in some of the issues of
race relations, we have drawn twofsamples of studenta on campus, equal
numbers of black and white students enrolled in LS&A. The names of black
students were compiled with the approval and assistance of the Black
Student Union and the Opportunity Award Program. Because of the recent
reorganization within the Financial Aid Office, and the desire of that
office to receive Information about their services, the sample of both
Wlhite and.black students includes recipients of financial assistance
and students selected at random from the Michigan directory. In the
study, youz responses will be coded and punched into IBM cards, and the
data reported only in statistical summary form. The questionnaire will
be processed by a small research staff and will not be seen by any
University faculty or administrative percannel. We promise complete
confidentiality to you in participating in this research.

The study involves two parts. The questionnaire, which can
be completed within two hours, is concerned with your high school
experience, your academic and vocational aspirations, the activities
and interests you share with your friends, and your experience in both
the academic and extracurricular life at Michigan. Since che research
invoives a study of race relations, there will be some questions asking
for your opinions on several aspects of race relations at Michigan. I

again want to assure you that no person outside the small research
staff will know your identity.

98



February 3, 1969
Page 2

A smaller group of students who complete the questionnaire
will be ievited to participate in an interview which is concerned almostentirely with your experience at Michigan, beginning with your initial
thoughts about college, contact with the admissions office, academic
conneeling, and other offices within LSLA.

You will receive five dollars ($5) for participating in thestudy, which will be available for your within a week of completing thequestionnaire. The questionnaire will be distributed in Room 231,Angell Hall, on Saturday morning, Sunday afternoon, and four evenings,according to the following schedule:

Saturday, Feburary 8, 9:00 a.m. -
Sunday, February 9, 1:00 p.m. -
Sunday, February 9. 7:00 p.m. -
Monday, February 10, 7:00 p.m. -
Tuesday, February 11, 7:00 p.m. -
Wedaesday,February 12,7:00 p.m. -

12 Noon
5:00 p.m.
11:00 p.m.
11:00 p.m.
11:00 p.m.
11:00 p.m.

1 will be in ROOM 231 during the times indicated. Come at any timeduring that period. Since the questiOnnaire takes two hours. You maycome at one time for an hour and return the next day to complete the
questionnaire. Please indicate your preference or the enclosed cardand return it immediately.

attemp
tiea,

We hope you will participate in this endeavor, for in our
improve and expand the quality of the educational opportuni-
important that we know how you feel about your experience.

Dr. William L. Cash, Jr.
Office of Asaistant to the President
Coordinator of Human Relations Program

WPF:rml
Enclosure

Sincerely youra,

Wm. P. Penstemacher
Study Director

John Chavis
Office of Special Programa



ThAs card will confirm my participation in the study of
student experiences at the University of Michigan.

I prefer to come on the date indicated below:

Saturday. February 8, between 9:00.a.n.-12 Noon
----Sunday, February 9, between 1:90.p-.m.-5:00 pAm.

Sunday, February 9. between,t:Wpili2,-11:00
Monday, February 10, between 7:00 p.ii...411:00 p.m.
Tuesday, February 11, between 7:00 p.m.-I1:00 p.m.
Wednesday, February 12, between 7:00 p.m.-11:00 p.m.

(Please mark the date f -and .olace on your calendar.)
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THE UNIVERSITY OF MICHIG/ N
Arirr ARBOR

OFFICE OF TUE PRESIDENT

Wi.ixwAht L. CAste,
Ateistant to the President
for Hunsapt Relations Al lakv

To: Studects in the College of Literature, Science and the A

February 14, 1969

This is a follow-up to a letter you should have received last week inviting
your participation in a study of undergraduate life in the College of Literature,
Science and the Arta. The basic purpose of the study is to determine how atudenta
in LS&A view their educational experience so that the quality of this experience
may be improved for both you and forthcoming studenta. We are primarily interested
in your feelings about your education thus far, your evaluation of the faculty and
staff, and the satisfactions and disappointments which you have experienced as a
student here at Michigan. The research is being undertaken and supported by the
0ice of Special Programs and the Office of the Assistant to the President for
Huwen Relations and Coordinator of the Committee for Human Relations Programs.

As we indicated in our last letter, your responses will be coded and punched
into IBM cards.and the data reported only in statistical summary form. The ques-
tionnaire will be processed by a small research staff and will not be seen by any
University faculty or administrative personnel. We promise complete confidentiality
to you in participating in this research.

The study involves two parts. The questionnaire, which can be completed within
two hours, is concerned with your high school experience, your academic and voca-
tional aspiratione, the activities and interests you share with your friends, and
your experience in both the academic and extracurricular life at Michigan. Since
the research involves a study of race relations, there will be some questions
asking for your opinions on several aapects Of race relations at Michigan.

A smaller group of students who complete the questionnaire will be invited to
participate in an interview which is concerned almost entirely with your experience
at Michigan, beginning with yOur initial thoughts about college, contact with the
dmissions office, academic counseling, and other offices within LS&A.

You will receive five dollars for participating in the study, which will be
available upon completion of the questionnaire. You may complete the questionnaire
at home and return it to me in the Academic Counseling Office. I will be available
at the Freshman-Sophomore Counseling Office, 1213 Angell Hall, on Monday, Wednesday
and Friday, from 9:30 AM to 12:15 PM so that you may pick up and return the ques-
tionnaire.

We hope you will participate in this endeavor, for in our attempt to improve
and expand the quality of the educational opportunities, it is important that we
know how you feel about your experience.

WTF/mar

Sincerely yours,

tedAdoo
William P. Fenstemacher
Study Director
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THE UNIVERSITY OF MICHIGAN
ANN ARBOR

48104

CENTER tecIR TIRE STUDY OF HIGHER EDUCATION

UM sours unavansrry
tI3) 764.9473

This will authorize (No.COI ) to receive

Five and no/100 Dollars 5.00) from Account No 45548.

Student's signature

Study Direct

MUST 8E CASHED WITHIN 14 DAYS

0 4 1 1 5 C
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THE UNIVERSITY OF MICUICAN
ANN Amnon

orrice or Ma raesznsmw

WaLL141,4 L CANIS, Pl.
Agawam to the President
fur Hansa= Relations 4441

Dear Undergraduate:

In addition to the questionnaire which you have just completed,

we invit_ your participation in an informal interview which will focus

on your experience at Michigan. We're interested in more detailed

information beginning with your initial thoughts abo t college,

contact with the admissions office, academic counseling, and other

ofilces within LS Your participation in this part of the study

will be ef great aasistance to these offices in our attempt to

improve and expand the quality of the educational opportunities

in LS&A.

The interview will last approximately one hour, and will be at

a time which Le convenient for you. Please see me for more

information.

item P. Fenatemach
Study Directo

=.._
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Identification no.

Date

QUESTIONNAIRE ON STUDENT EXPERIENCES

AT THE UNIVERSITY OF MICHIGAN

COLLEGE OF LITERATURE, SCIENCE, AND ARTS

WINTER, 1969
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FAMILY AND BACKGROUND INFORMATION

1. How old are you? and
years months

2. Check whether you are 0 (1) Male or 0(2) Female (1:09)

3. What year are you at Michigan? (CHECK ONE) (1:10)

ri (1) Senior

Li (2) Junior

0 (3) Sophomore

(4) Freshman

4. How many older brothers do you have9 (1:11)

How far did your older brothers go in their education (e.g., 3
years of high school, college graduate, etc.)? (If they went to
college, please indicate which college for each)

1)

2)

3)

What are your older brothers' occupations now.

1)

2)

3)

5. How many older sisters do you have? (1:12)

a. How far did your older sisters progress in their education? (If they
went to college, please indicate which college for each)

2)

3)

b. what are your older sisters' occupations now?

1)

2)
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6. With whom were you living just before coming to Michigan? (CHECK ONE) (1:13)

Li
Mother and Father

(2) Mother only

0(3) Father only

L(4) Mother and Step-father

0(5) Father and Step-mother

n (6) Other relatives

0 (7) Someone else

7 How far did your parents go in school? (CHECK ONE BOX FOR EACH PARENT)

Father Mother (1:14,15)

LI

Li

(1) Less than high school

(2) Some high school (9-11 years)

Li r (3) Completed high school (12 yea s

Li 0 (4) Some college

0 (5) Completed college

rl (6) Advanced or Professional degree

8. In the past year, has your father been: (CHECK ONE) (1:16)

0 (1) employed ell the time

0 (2) employed some of the time

Lj (3) unemployed most of the time

E] (4) unemployed all the time

n(5) retired

Cl (6) deceased

9. If employed, what is your father's occupation (or, if he is retired or
deceased, what was it before)? Kindly give a full answer, such as "bus
driver'for Detroit Transit System," "welder in an automobile plant,"
"manager of a large department store," "high school English teacher."

10. Please check if your father usually has two jobs: (CHECK ONE) (1:17)

Yes

n(2) No
30807
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11. At the present time, does your mother have a paying job outside the

home? (CHECK ONE) (1:18)

I (1) Yes, full-time

El (2) Yes, part-time

(3) No

(IF YES) Name and describe the occupation in which she works. (PLEASE

GIVE A FULL ANSWER)

12. Roughly speaking, about how long has your mother been working outside the
home? (CHECK ONE) (1:19)

1-1 ( 1) Since I was born

I-1 ( 2) Since I was about 5 years oLl

0 (3) Since I was about 10 years old

(4) Since I was about 15 years old
I I

Fl ( 5) My mother never worked outside the home

13a. About how much total income do your parents earn yearly at the present
time? (CHECK ONE) (1:20)

0 (1) Less than $2,000

0(2) $2,000 - $2,999

0 (3) $3,000 - $4,999

ri (4) $5,000 - $7,499

0 (5) $7,500 - $9,999

0 (0) $10,000 - $12,499

(7) $12,500 - $14 999

0(8) $15,000 - $17,499

0 ( $17,500 and over

I

13b. How certain are you about this income? (CHECK ONE) (1:21)

n(1) I am quite certain about it

O (2) I know it approximately

O (3) I'm mostly guessing
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14a. Have you received any financial aid from the University of Michigan?

l a) Yes (CHECK ONE)
I

j (2) No = (ANSWER Q. 14b)

(IF YES) Please check all of the following that you have received from
the University. (CHECK ONE)

Li (1) Michigan Opportunity Award

1-1 (2) Educational Opportunity Grant

I I (3) Regents Alumni Scholarship

0 (4) Loans (NDEA, University)

0 (5) Other (PLEASE SPECIFY

14b. Do you have a part-time job during the school year? (CHECK ONE)

0 (1) Yes 1-7 (2) No

How many hours are you working? hours per week

15- Are your parents (CHECK ONE) (1:22)

n(1) Living together (GO TO Q. 16)

[1 (2) Divorced, separ ted

n (3) Father deceased

0 (4) Mother deceased

Lj (5) Both parents deceased-

ANSWER QUESTIONS 15a and 15b

15a. How old were you when your parents ware separaLl cd (divorce,
death, etc-) (CHECK ONE) (1:23)

E: (1) Less than 5 years old

rl (2) 5 to 9 years old

(3) 10 to 14 years old

1-1 (4) 15 years or older

Li

15b. After your parents were separated, with which parent did you
make your home? (CHECK ONE) (1:24)

I I (1) Entirely or mostly with father

ni (2) Entirely or mostly with mother

0 (3) Other (PLEASE SPECIFY)
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16. Please identify the place where you lived most of your life example:
Detroit, River Rouge, Chicago, Toledo)

17. CHECK ONE of the following characteristics which best describeR the place
where you lived most of your life. (1:25)

1

1J

1 1

(1) Suburb in a metropolitan area

(2) In a city of about one million or more

(3) In a city (not a suburb) of 50,000 to one million population

(4) In a city or town of 10,000 to 50,000

r1 ( 5) In a town of less than 10,000

n( 6) Farm, ranch, or other open country

18. Which of the following best describes the distance between Ann Arbor
and the place where your parents (or guardians) now live? (CHECK ONE) (1:26)

0 (1) Within 2 hours automobile drive or less

11 (2) Between 2 to 4 hours automobile drive

0 (3) More than 4 hours automobile drive

0(4) Other (PLEASE SPECIFY)

19. How often do you write or call your parents on the average? (CHECK ONE) (1:27)

L_ (1) Every day or almost every day

0 (2) About two or three times a week

r] (3) About once a week

ri ( 4) Every 2 or 3 weeks

0 (5) About once a month

1-1 ( 6) Less than once a month

20. How often do you see your parents? (CHECK ONE) (1:28)

O(1) About once a week or mere often

nin (2) About once or twice a month

(3) During holidays and an occasional weekend11
(4) Only during holidays

n (5) Only during summer vacation

O (6) Not at all
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21. Families differ in how much they emphasize various things connected with
their children's schooling. Even within the same family the two parents
may not stress exactly the same things.

Look at the list below and tell us how often each of your parents did
these things when you were in el.ementary school.

Use a 5 for "always did this"

4 for "often did this"

3 for "sometimes did this"

2 f r ldom did this"

1 for "never did this"

RENENBER, RATE HOW OFTEN EACH PARENT DID EACH OF THE THINGS LISTED.

Father Mother

Made sure that 1 went to school everyday unless
was sick (1:29,30)

Showed real interest in what I was learning in school
(1:31,32.)

Helped me with school work (I:33,34)

Made sure I always did my homework (1: 6)

Praised me for accomplishments at achool (1:37,38)

Gave me money when I got good grades (1:39,40)

Punished me in some way when I did poorly (1:41,42)

Attended P.T.A. meetings or other parent groups
at school (1.:43,44)

Talked with me about future educational possibilities_
(1:45,46)

Attended programs the students put on at school.
(1:47,48)

Read to me (1:49,50)

t)3 4
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22. What part would you say that your parents
come to college?

CHECK ONE BOX FOR EACH PARENT

played in your decision to

) It's largely at his (her) insistence that I am here

) Played a
ma think

3) Played a

critical role in the decisionreally helped
it through

supportive, encouraging role--was int,:rested,
but I really thought it through myself

4) Had very little to do with it

5) Was really against my decision to go to college

6) Parent deceased or didn't have any contict with me at
that time

Father Mother
(1:51) (1:52)

0

Li

Finally, a few questions about you and your parents at the present Arne

23. How close do you feel to your mother and to your father?

Father Mother
(1:53) (1:54)

CHECK ONE BOX FOR EACH PARENT

1) Extremely close

2) Quite close

3) Fairly close

4) Not very close

5) Parent deceased or doesn't have
any contact with me now

[I
El
El
LI

El
El

24. Most students come to college with a certain amount of apprehension con-
cerning academic requirements and whether they can do the work satisfac-
torily. Both students and parents usually hope for the best, but how
would your parents have felt if you just couldn't have done the work
here at Michigan? (CHECK ONE) (1:55)

0 (1) They would have been somewhat disappointed and encouraged me to
go to work

They would have been somewhat disappointed but would have encouraged
me to continue my education at some other school

Li (3 ) They -would have been indifferent; they really wouldn't have cared
whether I succeeded or failed

00 Something else (PLEASE INDICATE)
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25. How important was it for your father and mother that you get a college
education?

CHECK ONE BOX FOR EACH PARENT

) MY getting a college education was the most important
thing to him (her).

He (she) felt it wa r. pretty important.

He (she) really didn't care one way or the other.

4) He (she) didn't see the need for it.

5) I don't know how he (she) felt.

Father mother
(1:50 4-i-57)

L

Li
El

T

Fl

Now some questions aoout living arrangements and your residence experience.

26. Where are you currently living? (CHECK ONE) (1:58)

(l)
0 (2)

0 (3)
n (4)
0 (5)
11 (6)

(7)

Dormitory (PLEASE GIVE NAME OF DORM AND HOUSE)

Apartment

Rooming house

A room in a private home

In my parents' home

Fraternity or sorority house

A cooperative house (PLEASE GIVE NAME)

27. Do you have one or more roommates, or do you live alone?
(CHECK ONE) (1:59)

D(1) Live alone

Li (2) One student roommate

El (3) Two or more student roommates
0 (4) Live with spouse or parents

Lj (5) Non-student roommates

28. Are you a member of a fra nity (sorority)? (CHECK ONE) (1:60)

0 (1) Yes Which one?

(2) No

29. Are there any fraternities sororities) you tried to get into but didn't
get a bid? (CHECK ONE) (1:61)

0 (1) Yes Which ones?

0 (2) No



30. In general, how do you feel about the fraternity, sorority system at
Michigan? (CHECK ONE) (1:62)

n(1) I am very much in favor of them.

(2) I am generally in favor of them but I have some reservations.

(3) I don't have any feeling about them one-way or the other.

(4) I am fairly much against them.

(9) 2 am very much against them.L I

Why do you feel this way.
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FRIENDSR,TP GROUPS

One of the major things that we hope to learn in this study is the
pattern of associations among students at the University of Michigan.
We are particularly interested in friendships and groups of friends and
in the role these play in college life. This part of the
questionnaire is about your college friendships -- where you have met
your friends, the activities and interests you sha e, and something
about the meaning of these friendships to you.

A number of these questions will require care and thoughtfulness in
answering. In order to study friendship systematically, we have to
provide a cogimon rating scheme which every student uses in describing
his own friendships. Of course, this common scheme will not completely
capture the quality of your particular friendships, but we hope you will
try to make the scheme as applicable to your situation as possible.
Please read the instructions vlsefullz, since the procedures we are
asking you to follow in this part of the questionnaire are more complex
than you may have encountered in most questionnaires.

In a number of these questions, we are asking you to give the names of
friends here at Michigan. We are asking this to enable us to analyze
the data according to groupings of friends. We promise the same
confidentiality for the people you mention as we have promised you in
participating in this study. Your responses will be seen only by a
small research staff, coded and punched into IBM cards, and the data
reported only in a statistical summary form. If you would rather not
give the names, just refer to them by their initials to make sure
you are referring to the same person in each question.



31. First, who would you say are your three best f:iends here at Michigan--the
people you feel pretty close to, whether fellows or girls, fellow students
or anyone else in your life at the University.

Please print the names of these friends in the appropriate spaces below and
indicate their sex, race, and class year (for example, sophomore or junior).

Please name three friends, even if some of these are not as close as the
others. As we have indicated, we are interested in the friends' names
only to enable us to analyze the data according to groupings of friends.

(Remember, we are interested in your three closest friends in your life
here at Michigan, including men and Women, students and non-students).

Friend Name Year (if student)

Check if non-student [

(CHECK ONE El (1) Male El 2) Female (1:63)

ON EACH
LINE): OM White LI(2) Black El (3) Other (1:64)

Friend Name Year (if student)

Check if non-student0

(CHECK ONE 0 (1) Male n Female (1: 65)

ON EACH
LINE) : fl ( 1 ) White El (2 ) Black LI (3 ) Other (1:66)

Friend 3: Name Year (if student)

Check if non-student 111

(CHECK ONE ri 1 Male 11 (2 ) Female (1:67)

ON EACH
LIM): n (1) White fl (2) Black 0 (3) Other (1:68)

32. Did you know this person before he (she) came to the University of Michigan?
(CHECK ONE FOR EACH FRIEND)

Friend 1 (1:69)

Friend 2 (1:70)

Friend 3 (1:71)

Yes _No
(1) (2)

LI 0
0
0

316



33. Where do these three friends live?

34.

CHECK ONE ALTERNATIVE FOR EACH FRIEND

(1) Lives

(2) Lives

(3) Lives

in my dormitory

in my house or apartment

somewhere else

Now, thinking of an average week, about how
together with each of these three friends?

CHECK ONE ALTERNATIVE FOR EACH FRIEND

(1) At least once a day

(2) Almost every day

(3) Three or four times a week

(4) Once

(5) Once

(6) Once

or twice a week

every two or three weeks

a month or less frequently

Friend

(1:72)

Li
LI

Friend Friend

2 3

(1:73) (1:74)

E
Li D

often would you say you get

35. What is the academic major of the three friends?

CHECK ONE ALTERNATIVE FOR EACH FRIEND

(1) Same as mine

Fri nd
1

(2:09)

Li

Li

Friend Friend
2

(2:10) 11)

0
Li

Li

Li

Li

Li

Friend Friend Friend
2 3

(2:12) (2:13) (2:14)

(2) Something else, (PLEASE INDICATE) Li I 1

36. Have you had any classes with this person?

Yes No
(1) (2)

LI
L
[ I

I I

Li

Friend 1

Friend 2

Friend 3

37. How much have you

(2:15)

(2:16)

(2:17)

(CHECK ONE FOR EACH FRIEND)

talked about school work with this

CHECK ONE ALTERNATIVE FOR EACH FRIEND

(1) A great deal

(2) Fairly often

(3) Once in a while

(4) Noaltall

person?

Friend
1

(2:18)

Li
E
Li
Li

Friend Friend
2 3

(2:19) (2:20)

Li

Ll
Li
F7



8. When would you say you became good friends with each of these people?

CHECK ONE ALTERNATIVE FOR EACH FRIEND

(1) After my junior year at college

(2) During my junior year

(3) During my sophomore year

(4) During my freshman year

(5) During high school

(6) Before high school

Friend Friend Friend

1 2 3

(2:21) T272-27

Li

Li

39. We have been talking about your three best friends at Michigan. Suppose we

didn't restrict che question to Michigan, but asked you to name your three

best friends generally, where would your Michigan friends fit in? (CHECK ONE) (2:24)

0(1 ) All of my three best friends at Michigan are my three best friends generally.

F1(2) Two of my friends at Michigan would be included in a list of my three best

friends generally.

O (3) One of my friends at Michigan would be included in a list of my three best

friends generally.

0(4) None of my friends at Michigan would be included in a list of my three

best friends generally.

40. Now, we'd
friends.

First, let
friendship

(1) Yes

O (2) No

like to know how other people important to you might feel about your

's take your parents. Is there anything about any of these three

s that your parents would not completely approve of, for any reason?

(CHECK ONE) (2:25)

(IF YES) Which friendships
would your parents disapprove of, and why would

they disapprove?



41. Now, we'd like to know a little about the Chings that are important to you in
your friendships -- the satisfactions you get from them. On this and the next pal
you'll find a list of the kinds of things that students often mention in
talking about what's important in their friendships. We'd like you to go
over this list and think of each of the items in terms of the three friends
you just selected above.

You'll notice that the list is very varied that there are many different
kinds of satisfactions one might find in a friendship.

We'd like you to go down the list, rating each friendship on each item, using
the following rating scheme:

Write in 3 if the item is a crucially imRortant aspect of the friend-
ship for you -- if it is an essential basis of the friendship.

Write in 2 if the item is a fairly important aspect of the friendship
for you -- if it is a 'major basis of the friendship

Write in 1 if the item is a sliaptly important, aspect of the friendship
for you -- if it is only a minor basis of the friendship

Write in 0 if the item is nol_2It_ima712421_1.Eaet of the friendship
for you

PLEASE RATE EACH FRIENDSHIP ON EACH ITEM

A. This friend helps me with my studies. (2:26 27,28)

B. This friend broadens my social life--helps me meet
other people, helps me get dates. (2:29,30,31)

C. This friend is someone I've depended upon and leaned
on--someone I've needed for support. (2:32,33 34)

Friend Friend Friend
1 2 3

D. This friend depends upon me and needs metha good feel-
ing I get from being someone this friend_denends on.

(2:35,36,37)

E. my relationship with this friend is easy, relaxing,
"comfortable." (2:38,39,40)

F. This friend is different from me in some basic ways--I
find the difference(s) interesting and ch411enging.

2:4i,4Z,4i)

G. This friend is someone I share my deepest personal
feelings with--my confusions and self-doubts.

(2:44,45,46)
H. I have stimulating talks with this friendintellectual

exchanges, exchange of ideas. (2:47,48,49)

I. This friend and I share a lot of activity interests--we
like doing the same kinds of things. (2:50,51,52)

am.

J. This friend and I have similar values about things--I
get support for some of my basic values from this friend.
(2:53,54,55)

419
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(CONTINUED ON NEXT PAGE)



41. con inued)
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3 A crucially important _pect of the friendship--an
essential basis of the friendship

2 A fairly important aspect of the friendship--a
major basis of the friendship

A slightly important aspect of the friendship--only
a minor basis of the friendship

0 Not an important aspect of the friendship

K. This friend admires me, looks up to me--this gives
me self-confidence, it's good for my ego. (2:56,57,58)

L. This friend is just a very likable person. (2:59,60,61)

M. This friend is someone I look to and learn from with
respect to ideas or ways of looking at things.

(7:62,63,64)

N. This friend is a model for the kind of person I would
like to be. (2:65,66,67)

0. This friend likes me--the good feeling I get from
feeling liked. (2:68,69,70)

P. This friend is knowledgeablehas a lot of information
that has helped me with decisions. (2:71,72,73)

Friend Friend Friend
1 2 3

emma711=MI

42. Now, referring again to the items in Question 41, which of these aspects do
you feel is most crucial for your friendship with each friend? Then, which
is the second most crucial for each friend? Please indicate how you feel by
writing in below the letters which correspond zo the appropriate items.

Most crucial aspect

Next most crucial aspect

Friend Friend Friend
1 2

09-10) 0:11-12) (3:13-14)
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43. NOW, WE"D LIKE TO ASK YOU A FEW QUESTIONS ABOUT SONE OF TBE INTERESTS, TASTES,
AND VALUES THAT YOU AND YOUR THREE FRIENDS MAY SHARE OR DIFFER IN.

On the following two pages is a list of things in which people have different
degrees of inter,_ t.

First in the column headed "IMPORTANCE TO ME", please indicate how you feel
about 'each of the areas listed, according to the rating scheme that follows.

Then, after you've answered the question for yourself, please try to think how
important these areas are to each of your three friends, and go down the
list again, indicating how you think each of your three friends at Michigan
would answer the same question. (If you feet you simply are unable to make the
judgment in a particular area for a particular friend, use the question mark
symbol below. Please use it only when ydu feel you reall don't know.)

Write in 3 if the area is of very special interest, of great importance.

Write in 2 if the area represents a fairly important interest.

Write in 1 if the area is of minorimportance.

Write in 0 if the area is of no interest at all, of no importance.

Write in if you are simply unable to make a judgment in this particular
area for this friend, if you really don't know.

Importance
to me Area of interest

Interest in athletics and s orts
(3:15,1 17,18)

Interest in student organizations
and activities here at Michigan;
campus issues and politics

(3:19,20,21,22)

Interest in studying; taking the
course work seriously

Importance Importance Importance
to Friend 1 to Friend 2 to Friend 3

(3:23,24,25,26)

Interest in close personal rela-
tionships; "reaching" and being
sensitive to others (3:27,28,29 0)

Interest in the wurld of ideas;
the intellectual life; excitement
in exploring new ideas (3:31,32,33,34

Interest in the kind of clothes
that one wears; how one talks and
behaves when he is with others

(3:35,36,37,38)

Interest in Chinking about the
kind of occupation or career I wanc

(3:39,40,41,42)

Interest in music, art, literature,
painting (3=43,44,45,46)

(CONTINUED ON NEXT PAGE)



43. continued)

The area is of very special interest of great _importance

The area represents a fairly important interest

The area is of minor importance

The area is of no interest at all, of no im ortance

In this particular area I am simply unable to make a
judgment forthis friend -- I reaqz don't know

Importance
to me

Importance Importance Importance
Area of interest to Friend 1 to Friend 2 to_Friend 3

Interest in religious standards and
beliefs; concern with taking a
religious perspective toward life

(3:47,48,49,50)

Interest in the contemporary poli-
tical scene; national and inter-
national affairs; current events

(3:51,52,53,54)

Interest in dating and social life
(3:55,56,57,58)

44. Another important thing we hopc to learn in this study is the role certain
people play in college life. Many of us have models, people whom we admire
and attempt to follow. Please indicate MO persons whom you particularly
admire. As we have indicated, we are interested in the names only to enable
us to analyze the data according to groupings of individuals.

Remember, we are interested in the two persons whom you admire in your life
here at Michigan, including men and women, students and non-students. They may
or may not be within your three best friends. They should be people in Ann Arbor
who are "part of the Michigan scene" although not necessarily here at the
University.

Name of Person A. Year (if student)
Check if non-student

CHECK ONE LJ (1) Male 1- Female (3:59)

ON EACH
LINE 1(1) White LJ (2) Black 0(3) Other (3:60)

Name of Person B.

CHECK ONE 0(1) Male
ON EACH

Year (if student)
Check if non-student TT--

Female (3:61)

LINE ) White 0 (2) Black El (3) Other (3:62)

2



45. Why do you admire Person A?

46. Why do you admire Person B?

47. Now, thinking of an average week, about how often would you say you get
together with each of fhese two persons?

CHECK ONE ALTERNATIVE FOR EACH PERSON

(1) At least once a day

(2) Almost every day

(3) Three or four times a week

(4) Once or twice a week

(5) Once every two or three weeks

(6) Once a month or less frequently

Person A
(3:63)

Li

Person $
(3:64)

Li
I

(7) Never, I don't really know this person L I fl



48. Now, we'd like you to
Michigan student body.
tains smaller sets of
Below are some of the
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think not of your friends and groups but of the total
Any group as large as the Michigan student body con-

people who share certain interests, attitudes, or values
groups_ of_students that have been mentioned frequently.

01) The intellectual students, those who may not get good grades but are
involved in the world of books and ideas.

02) While other things are important also, these students are concerned about
the social aspects of college; having a good time, partying

03) The creative, perhaps non-conformist students

04) The students :,/ho identify with religious, ethnic, or racial groups

05)

06)

The athletes

The students who are most concerned about a particular field or occupation

07) The students who are most concerned
a national or international scale

about social and political issues on

08) The students who are most concerned about studying, keeping up with course
work, getting good grades.

09) The students who are most concerned about campus issues and events.

10) The casual type students, the ordinary, average types.

11) Other (PLEASE SPECIFY)

a. Now, in which oX these groups would you place yourself? (3:65-66)

I perceive myself to be most similar to Croup

b. In Question 31, you identified your three best friends here at Michigan.
In which of these groupings would you place each of your three best friends.

Friend 1

Friend 2

Friend 3

(3:67-68)

(3:69-70)

(3:71-72)

c. Which of these groupings would you never want to belong to?

would never want to belong to group(s)

d. Are there any of these groupings that you sometimes wish you
been part of, but that you never did belong to? (CHECK ONE)

L(1) Yes Fl (2) No

could have
(3:73)

(IF YES) I sometimes wish that I could have been part of group

324



-20-

In Question 44, you identified two people whom you admire most at Nlchigan.
Now, in which of these groups would you place these two people whom you
admire.

Person A

Person B

(3:74-75)

(3:76-77)



GENERAL EXPERIENCE

50. Listed below are a number of statements describing goals, qualities, and
experiences which might be attained as a result of being in college. This
question is designed to assess the importance you place on each of these ends.

Pleasc rate the importance of each of the following goals listed below, using
one of the five scale steps:

5, Extremely important
4. Very important
3 Moderately important
2. Slightly important
1. Unimportant

PLACE YOUR RATING' IN THE SPACE TO THE LEFT OF EACH ITEM.

(01) Developing a well thougtt out philosophy of life (4:09)

(02) Becoming intensely interested in some intellectual pursuit (4:10)

(03) Having a good time participatir, in collegiate social life (4:11)

(04) Participating in activities aimed at correcting social injustices (4:12)

(05) Being a varsity athlete (4:13)

(06) Being friendly with a large number of people (4:14)

(07) Developing self-confidence and poise (4:15)

(08) Learning more about literature, art, and music (4:16)

(09) Deciding upon an occupation (4:17)

(10) Developing my understanding of people and the factors which influence
their feelings, thoughts and actions (4:18)

(11) Developing a close, apprentice-like relationship with a faculty member
who is highly respected in his professional field (4:19)

(12) Becoming a leader in student activities (4:20)

(13) Doing as well academically as I can (4:21)

(14) Becoming well prepared for my future occupation (4:22`,

(15) Developing emotional independence from my parents (4:23)

(16) Meeting types of people I have never met before (4:24)

(17) Raising my social or economic status (4:25)

(18) Developing better patterns of speech (4:26)

(19) Finding a sense of purpose in life (4:27)

(20) Blclg a suitable husband or wife (4:28)



50. (continued) -22-

Now, select from the above list of statements the three items which you feel
are most important. List their numbers (not the ratings you gave them) in
order of their importance to you. Please do not list more than one statement
in each ra,k.

Most important

Second most important

Third most important

Statement no. (4:29-30)

Statement no. (4:31-32)

Statement no. (4:33-34)

FOR SOPHOMORES JUNIORS AND SENIORS (FRESHMEN, PLEASE GO TO Q. 52)

51. How do you think your grade point average at the end uf the freshman year
compared with those of other freshman who entered the University of Michigan
when you did? (CHECK ONE) I think my freshman grade point average was:

(4:35)
L I (1) much higher than most

(2) a little higher than most

(3) about the same

(4) a little lower than most

(5) much lower than most

52. what is your cumulative grade point average at Michigan?

53. How certain are you about your average? (CHECK ONE) (4:36)

0 (1) I am quite certain about it

F1 (2) I know it approximately

PI(3) I'm mostly guessing

54. How satisfied are you with your grade point average? (CICK ONE) (4:37)

OM Very satisfied

Li (2) Moderately satisfied
1011 (3) Neither satisfied nor dissatisfied

11 ( 4) Moderately dissatisfied

LII (5) Very dissatisfied

55. How do you expect your academic performance this semester will compare
with others in your college class? (CHECK .ONE) 4:38)

Fl( 1) I'll do much better Chan average

Fi ( 2) do better than average

17 (3) I'll do a little better than average

(4) I'll do a little lower than average

1-1(5) I'll do lower than aVerage

TI

I J (6) do much lower than average 327
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56. Think now about your grades up to now at Michigan. PLEASE DO NOT CIRCLE MORE
THAN ONE GRADE FOR A GIVEN QUESTION.

First, inidcate below what grade average you feel is the "higheat_ypu could
21±:' if you worked up to your maxim= potential by circling the appropriate
grade below. (4:39-40)

A A- 8+ B B- C+ C C- D+ D D-(12) (10 (10) (09) (08) (07) (06) (05) (04) (03) (02) (01)

b. Next, indicate what grade average is the "lowes.t you could get" if you
did a minimum of work. (4:41-42)

A A- 8+ B B- C+ C C- D+ D D-

c. Now, indicate what grade average you've "actually_tried for." We don't
mean Che rade you'd ideally like, but rather what you've actually tried
to get.) (4.43-44)

A A- 8+ B B- C+ C C- D+ D P-

d. Finally, indicate the grade average you think you "actually will get"
for your work this semester. (4:45-46)

A A- 8+ B 8- C+ C C- Di- D D-

e. Now, refer back to questions c and d. Is the grade average you have indi-
cated as the one you have "actual_ly tried for" (c) higher than the grade
average you think you "actually will have" (d)? (CHECK ONE) (4:47)

0 (1) Yes

1-1 (2) No

(IF YES) Many different factors may make it difficult for students to
attain the grade average they have "actually_Cried for." Think
cf yourself. CHECK ALL THAT ARE APPLICABLE of the following
factor7 that you feel made it difficult for zal to attain the
graLle average you have "aually_tried for."

ri (01) Unfairness in grading (4:48)

(4:49)

El (03) High school preparation (4:50)

E (04) My study habits (4:51)

Fl (05) FaLlly problems (4:52)

El ()6) my ability (4:53)

0 ( 07) Bad luck (4:54)

LI (OS) My lack of interest in cours s (4:55)

1-7 ( 09) Having to hold a job (4:56)

1-7 ( 02) Heavy academic demands

(CONTINUED ON NEXT PAGE)

328
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D(10) My self-discipline (4:57)

ri (11) The size of tue University of Michigan (4:58)

El (12) Not having a quiet place to study (4:59)

7(13) Exams that don't permit me to show what I really know (4:60)

(14) Stiff competition (4:61)

11(15) New and different social environment (4:62)

r7 (16) Tension and anxiety about grades (4:63)

(17) My reluctance to be at Michigan (4:4)

(18) Too little social life (4:65)

1(19) Too much social life (4:66)

Now, select from the above list of factors the three you feel
have been the gyeatest obstacles to_your_attaining the grade
average you have "actually tried_for_."

Most important factor Statement no. (4:67-68)

Second most important factor Statement no. (4:69-70)

Third most important factor Statement no. (4:71-72)

57. How certain are you that you will finish college? (CHECK ONE) (4:73)

0 (1) Completely certain I will finish (GO TO Q. 59)

F7(2) Pretty certain I will finish
PLEASE ANSWER

Li (3) Some possibility I will not finish
THE FOLLOWING

1-7 (4) Pretty strong possibility I will not finish
QUESTION

0(5) Almost certain f will not finish ------

58. What is the single most important factor that might prevent you from
finishing college?

59. If you wanted to get married but it meant dropping out of college, what do you
think you would do? (CHECK ONE) (4:74)

(1) I would probably get married

(2) I might get married

El (3) I probably would not get married

(4) I definitely would not get married

323
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60. How fikely would you say it is that you will go on to graduate or professional
school? (CHECK ONE) (4:75)

(1) Completely certain I will

(2) Pretty certain I will

(3) Some possibility I will not

(4) Pretty stroag possibility I will not

(5) Almost- certain I will not

[1(6) Completely certain I will not

1_ 1

61. What f.s your major?

(IF NO
MAJOR)

What field are you most likely to major in?

62. To what extent was each of the following important in your choice of an
academic major? (PLEASE CHECK ONE ALTERNATIVE FOR EACH ITEM LISTED BELOW)

(1) _(2) (3) (5
Of Cruc_Il Very Fairly NoNoo Not at All
Importance Im ortant Important Important Important

Father

Mother

Brother, sister, other 111Sive

High school teacher or counselor
(5:12)

My official faculty advisor,
at Michigan (5:13)

Other Michigan faculty (5:14)

(5:09)

(:10)

Administrative staff at Michigan
(residence counselor, staff in
Office of SttOent Affairs etc_

(5:1S

Friend(s) at Michigan (5:16)

A particular course I took at
Michigan (PTZASE SPECIFY DEPART-
MENT, NUMBER, AND NANE OF
TEACHER)

(5:17)

r

LI

1 I

L I

LI

LI

LI

Li El

LJ _1

(CONTINUED ON NEXT PAGE)
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(1) (2) (3) (4) (5)Of Crucip Very Fairly Not Too Not at All
ImportanG Important Important Important Important_

This ma or was necessary for the
occupation I expect to enter

(5:18)

This major left me time for my
other college activities (5:19)

I did very well in the courses
in this field (5:20)

The courses in this field are
easier than those in others

0:21)

The courses in this field are
harder than those in others

5:22)

The courses in this field were
fascinating to me (5:23)

I wasn't really sure of this
major, but I had to choose
something (5:24)

I found that this field really
fit my particular skills and
talents (5:25)

Ti

Li

Ti

Ti

If any friend at Michigan was important, please give his or her name.
(IF MORE THAN ONE MICHIGAN FRIEND WAS IMPORTANT GIVE THE NAVE OF THE
ONE WHO WAS MOST IMPORTANT.)

If any fact :y or administrative member at Michlgan was important,
please give his or her name and position, e.g., faculty advisor,
residence counselor, teacher in a course I took. (IF MORE THAN ONE
WAS IMPORTANT, GIVE THE NANE OF THE ONE WHO WAS MOST IMPORTANT)

63. What is your general impression of the intellectual ability of most of the
students in your major department? (CHECK ONE) (5:26)

TI
1

(1) Most of them are below the average at Michigan

(2) Host of them are near the average at Michigan

r] (3) Most of them are above the average at Michigan

(4) The students in my field are among the brightest on this campus1 -1

Ti
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64. How many hours do you study in an average week? (DO NOT INCLUDE CLASS OR
(CHECK ONE) (5:27-28)LABORATORY HOURS.)

I -I (01) Less than 5 hours

D(02) 6 to 10 hours

13(03) 11

(04) 16

(05) 21

17-1 (06) 26

(07) 31

(08) 36

I_ I

Li
Li
L(09)

to 15 hours

to 20 hours

to 25 hours

to 30 hours

to 35 hours

to 40 hours

41 to 45 hours

17 (10) Over 45 hours

65. How many hours do you think the average University of Michigan undergraduate
studies in an average week? (CHECK ONE) (5:29-30)

1

(01) Less than 5 hours

(02) 6 to 10 hours

11 to 15 hours

16 to 20 hours

21 to 25 hours

26 to 30 hours

31 to 35 hours

36 to 40 hours

41 to 45 hours

Li (o3)

LJ (04)

Ei (05)

Li (06)

_J (07)

0(08)

(09)

(10) Over 45 hours

66. Have you actually decided what occupation or type of work you want to enter
after you have graduated or completed any further training? (CHECK ONE) (5:31)

LI (1) Yes, and very sure of my decision

0(2) Yes and fairly sure

0(3) Yes but not at all sure

0(4) No, undecided among 2 or 3 choices

(5) No, don't really know what I want to do
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67. Please answer this question even if you haven't definitely decided what
occupation you expect to enter. If you haven't made the decision as yet,
answer in terms of the type of work you may have thought of doing.

Describe, as specifically as you can, the occupation or type of work you think
you will enter. For instance, if possible, don't just say "Go into TV";
instead, please specify whether it is TV production, acting, directing, etc.
Rather than say "Business," please specify whether it is a family business,
owning your own business, business management, size of company,.whether you
are considering some specialized aspect of business such as "public relations,
auditing or accounting, etc.

In a few words, please tell us the kind_ of work you expect to be doing in your
chosen occupation.

68. How do your parents (or guardians) feel about the occupation you
or are presently considering? (CHECK ONE) (5:32)

0 (1) They strongly approve

(2) They mildly approve

0 (3) They are indifferent

(4) They disapprove of my choice somewhat

0 (5) They strongly disapprove

0(6) They are not aware of my present thinking on this matter

I I

have chosen



69. We are also particularly interested in how your years here at the University
may have been important in helping you shape your educational and og2LIELional
plans--not just in deciding what occupation you want, but the particular aspect
of the occupation you might be interested in.

As you think of your University years, can you recall any particular people--
faculty, student friends, people in the administration--who have been important
in helping you think through your educational and occupational plans? CHECK ONE)

(5 3
(1) Yes

(2) No

(IF YES) Wao was that and in what way was he important?
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Now, some general questions about your reactions to Michigan.

70. In the life you have led at the University, EillttmtEitases_have been mos_t
important and rneaniagoLO Check how important each of the following
experiences has been to you in your life at Michigan. (CHECK ONE ALTERNATIVE
FOR EACH ITEM LISTED.)

Knowing students from very
different backgrounds (5:34)

Classroom work - lectures,
reading, classroom discussions

(5:35)

Individual study, research,
writing, art work (5:36)

(1) (2) (3) (4) (5)
Of Crucial Very Fairly Not Too Not at all
Importance Important Important Important Important

Extra-curricular life--the
campus groups and activities
I've become involved in (5:37)

Parties and social life, dating
(5:38)

Getting to know faculty, see-
ing and talking with tilm out-
side of class (5:39)

Discussing ideas, intellectual
exchange with friends, other
students (5:40)

The friendships I've formed
(5:41)

Experiences with music, drama,
art 5:42)

"School spirit" activities--
e.g., Michigras Homeconling

k5:z13)

Getting involved in issues of
national or world affairs (5:44) L_

Being on my o --the sheer
experience of being indepe deixt

:c1D)

Intramural or varsity oorts
(as either a spectator or
participant) (5:46)

Student government; campus
elections for student government;
involvement in campus issues

(5:47)

Self-discovery, self-insight--
discovery and development of new
interests and talents (5:48)

Li

Li

0

L

LI

Li

LI

L I
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71. In the list below Ire some experiences or situations which college students
often describe as crises or problems during the college years. You may have
encountered some of these situations or problems during your life at Michigan.
For each situation, please consider how much of a crisis or problem it has
been for you. (CHECK ONE ALTERNATIVE FOR EAeH STATEMENT)

(1) (2) (3) (4)
A crisis A problem I had tnis

that that experience, I haven't
bothered me bothered but it didn't had this
a great deal me bother me much Lliperience

a. A difficulty learning
regular study habits (5:49)

b. A feeling of being "lost"
at Michigan because it
seemed so big and imper-
sonal (5:50)

c. A questioning of my
academic abilities -
not doing as well as I
had expected (5:51)

d. A fear of academic
failure where I went
(or was on the verge of
going) on academic pro-
bation (5:52)

e. A difficulty in "finding"
myself in the sense of
personal meaning and
identity - where I was
headed, what I was
seeking in life (5:53)

f. A difficulty in arriving
at a vocational decision
deciding what occupation
I wanted to go into (5:54)

g. A psychological problem,
an emotional upset (5:55)

h. A disappointment in a
relationship with the
opposite sex - a hurt,
rejection, loss (5:56)

i. A problem in my relation-
ship with my parents 5:57) LI

j. Some family crisis like
death, diu. the r]
family (_2:

k. A financial :;Lem -
difficulty in managing 17
financially (5:59)

Li

Li

Li

Li

Li

Li

(CONTINUED ON. NEXT PAGE)

r

El

Li

Li

[

Li

El



71. ntinued)

1. Some trouble with the
police, disciplinary
agents of the Univers-ty

5:60
m. A disappointment in

having too little real
contact with the factlty

5:61)
n. An inability to find

individuals or groups
who were really con-
genial and with whom I
felt happy (5:62)

o A disillusionment about
friendship or a friend(5:63

A disappointment in
rushing, not receiving
a bid to the house I
wanted to pledge (5:64)

A feeling of isolation
or loneliness (5:65)

r. The shock of meeting
people who seemed to
know so much more than
I, who were more cosmo-
politan cr had been
around so much more
than I (5:66)

s. A questioning of my
religious faith or
beliefs (5:67)

t. A questioning of my
personal standards from
meeting people with very
different standards - of
ways to act, sexual
standards, moral behavior

(5:68)

-32-

(1)
A crisis

that
bothered me
a great deal

q.

A concern over the purpose
of my classes and studying
Whether it had any relevance
to my life. (5:69)

Li

Li

Li

(2) (3)
A problem I had this

that experience,
bothered but it didn't

me bother me much

Li

Li

LII

(4)

I haven't
had this
experience

[7_

Li

LI LJ ri

Li LI

PLEASE
READ t-7la. Now, please go back and look at those that you checked in one of the

CAREFULLY first two columnc "A crisis that bothered me a great deal" or "A

problem that bothered me." Please circle the letter in front of

those statements that still bcther you at the present time - that

are still problems for you.
337



72.

-33-

We'd like to know something about your reactions to the courses you've taken
at Michigan not only the classroom experience but the books you've read and
the other work you've done in connection with the courses. Thinking of all
the courses you have had at Michigan, how often would you say you have had
each of the following reactions?

CHECK ONE ALTERNATIVE FOR EACH OF THE PHRASES LISTED BELOW.

(1) (2) (3)
Once

(4)
Rarely

Very Fairly in a or
Often Often While Never

I found the courses intere ting (6:09)

I found the courses not only interesting
but very exciting and stimulating (6:10)

I found the courses dull (6:11)

I had long discussions with friends about
ideas that the courses stimulated (6:12)

I was stimulated to do reading or other
work beyond the course requirements (6:13)

I found the courses rough going academically
(6:14)

I found the courses challenging me to
produce to the limits of my intellectual
and creative capacities (6:15)

I felt a real let-down since my
expectations of an academic challenge
were not fulfilled. (6:16)

r7

H

Li

Li

73. Following is a list of five subject matter areas. Rank them from 1 to 5 so
that 1 corresponds to the area in which you are most interested and 5 corres-
ponds to the area in which you are least interested.

Natural sciences (e.g., physics, chemistry, biology) (6:17)

Humanities .g., fine arts, history, English) (6:18)

Social sciences ( .g., economics, government, anthropology, sociology) (6:19)

Mathematics (6:20)

Foreign languages (6:21)

8
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74. Very often a particular college has a general "atmosphere," and one can think
of a number of adjectives or phrases that one could use in describing or
characterizing the University.

Below are a number of pairs of phrases or adjectives labelled "A" and "B" which
might be used to describe the Michigan atmosphere. For each pair, check the
alternative that indicates how much you feel either phrase characterizes the
Michigan atmosphere.

PLEASE CHECK ONE ALTERNATIVE FOR EACH PAIR.

A is very
charac-
teristic
of the
Michigan
atmosphere

(1)

1. A. Politically conservative
B. Politically liberal

2. A. Unconventional & hippie
B. Conventional & square

3. A. Greatly concerned about
social issues and
problems

B. Not concerned about
social issues and
problems

4. A. Genuine academic con-
cerns and interests

B. Superficial academic
concerns and interests

5. A. Genuine acceptance of
Negro students

B. Superficial acceptance
of Negro students

6. A. Absorbed in social life
and dating

B. Not absorbed in social
life and dating

7. A. Liberal conception of
sexual standards and
morality

B. Conservative and tradi-
tional conception of
sexual standards and
morality

LI

r-7

Li

LI

A is fsirlY
charac-
teristic
of the
Michigan
atmosphere

(2)

Li

LI

Li

a

Neither
nor B is
charac-
teristic
of the
Michigan

aletaatLtEt
(3)

Li

Li

L I

Li

B is fairlx
charac-
teristic
of the
Michigan

an222.&lEt
(4)

Li

Li

a is very
charac-
teristic
of the
Michigan
atmos here

(5)

(6:22)

(6:23)

(6:24)

Li LI (6:25)

Li

0 (6:26)

(6:27)

0 Li 0 (6:28)

(CONTINUED ON NEXT PAGE)
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continue

A is very_ A is fairly

Neither A
nor B is B is faty. B is very

charac- charac- charac- charac- charac-

teristic teristic teristic teristic teristic

of the of the of the of the of the

Michigan Michigan Michigan Michigan Michigan

atmosphere atmosphere atmoshere atmosphere atmosphere

(1) (2) (3) (4) (5)

8. A. Genuine interest in
culture and intellectual
ideas

B. Superficial interest in
culture and intellectual
ideas

9. A. Encourage early voca-
tional specialization

B. Encourage students to
"try out" and think
through a variety of
fields

0 (6:29:

0 Li 1-1 (6:30-

Anything eise you feel is particularly characteristic of Michigan?

75. Another thing we're interested in is the more specific
experience may have had for you. As far as you can judge, to what extent has
the college influenced you in each of the following?
(CIRCLE THE APPROPRIATE NUMBER.)

a. Clarity of occupational plans:

b.

5 4

much more somewhat
clear clearer

2

no change somewhat much less clear
less clear than when I

entered college

5 4 3 2_

much somewhat no change somewhat much.worse than

better better worse when I entered
college

(6:31)

(6:32)

c. Interest in art_ and music_: (6:33)

5 4 3 2 I

marked some no change somewhat much less than

increase iacrease less when I entered
college

(CONTINUED ON NEXT PAGE)
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d. Ambition: (6:34)

5 4 3 2

marked
increase

some
increase

no change

e. Excitement and enthusi sm about learnin

5, 4
much more somewhat

more

3

somewhat much less than
less when I entered

college

2

(6:35)

no change somewhat much less than
less when I entered

college

f. Concern about social issue and roblems: (6:36)

5

much
greater

Self-con idenc

4
somewhat
greater

5

no change
2

somewhat much less than
less when I entered

college

4 3 2

marLed
increase

h. C7arity

5

much
clearer

some
increase

no change somewh t
less

uch less than
when I entered

college

about the general direction I want to take in life life goals:

4

somewhat
clearer

3 _2 1

no change somewhat
less

kttitude to ard traditional religi2j1sLbeliefs:

5 4 3

much somewhat
greater greater
acceptance acceptance

no change

-uch less clear
than when I
entered college

6-37)

(6:38)

(6:39)

2

somewhat much less accep-
less tance of traditional

acceptance religious belief

Attitude toward_aexual_standards and values:

5

much more
traditional
and con-
servative

4 _3 2

(6:40)

somewhat no change somewhat much more
more tra= more liberal liberal and
ditional and and nontradi- nontraditional
conservative tional

(CONTINUED ON NEXT PAGE)
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We're also interested in the ways
have changed at Michigan.

k. Feel.inga about other races_:

5 4

-37-

your ideas about race and

much friendlier
feelings t:oward
people of
other races

somewhat
friendlier
feelings

no ch nge

1. Attitudes about separatism and integrati n:

5 4 3

race relations

2

somewha
more
antagonistic
feelings

2

(6:41)

much more
antagonistic
Eeelings toward
people of other
races

1

(6:42)

much more
belief in
integration

somewhat no change
more belief
in integration

somewhat
more belief
in black
separatism

much more
belief in
black
separatism
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76. Students vary in their attitudes toward given classroom procedures. On the
next page is a set of scales describing different classroom procedures. If
you feel that one or the othe7: end of the scale is something you prefer very
much in a class, you should place your X as follows:

Essay tests X True-false or- _____-- ----
multiple-choice

or tests

Essay tests

If you somewhat prefer one and, X as follo

Essay tests X

Essay tests

or

X True-false or
multiple-choice
tests

True-false or
multiple-choice
tests

X True-false or

tests

If you sli3Otly_prefer one end, X as follows:

Essay tests

Essay t

True-false or
multiple-choice
tests

True-false or
multiple-choice
tests

If both ends of a particular scale are not at_all reievant to what you prefer
in a class, or If both ends of the scale seem equally relevant, place your X
in the middle:

(PLEASE USE THIS CATEGORY ONLY WHEN YOU FIND IT COMPLETELY IMPOSSIBLE TO X
EITHER SIDE OF THE SCALE)

(CONTINUED ON NEXT PAGE)
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Essay tests

Required attend-
ance for class

Doing a project
with several others

in the class

Professors leave
it up to the
students to

keep up with
the work

A class that
presents a clear

point of view

A class that
stresses the

student's
independence even
though assignments
may be vague and

the student unsure
about what's

expected of him

Lecture clas!...! s

MY CLASSROOM PREFERENCES

Please be sure to check each scale with an X

(1) (2) (5) (6) (7)

'frue-false cr
multiple-choice
tests (6:43)

Attendance not
required (6:44)

Doing a project by
oneself (6.45)

Professors regularly
check up on the
students to make
sure that assign-
ments are being
carried out proper-
ly and on time (6:46)

A cliLas that presents
different approaches
and leaves it up to
the student to
develop his own
point of view (6:47)

A class that
stresses clear
requirements even
though it may
restrict the
atudent's
independence (6:48)

Discussion classes
(6:49)
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77. Several other campuses have experimented with a unique living arrangement in
which an equal number of whites and blacks lived together. If st.ch an
arrangement were established on the campus, would you be interested in living
there? (CHECK ONE) (6:50)

(1) I would be very much interested

E (2) I would generally be interested, but I have some doubts

(3) I don't have any feelings about this one way or another

(4) I don't think I would be interested in this

(5) I am definitely not interested in this

I

1.

78. In response to some of the black student demands, several campuses have dorms

where all black students live together. We'd like to know what you think of
this idea. (CHECK ONE) (6:51)

[7(1) 1 think it's a very good idea

0(2) I think it's a fairly good idea, but I have some doubts

(3) I don't have any feelings about this one way or another

(4) I don't think it's a good idea

(5) I definitely do not think it's a good idea; it's a bad idea

Li

FOR BLACK STUDENTS (WHITE STUDENTS, PLEASE GO TO Q. 80)

79. If such an arrangement were established, would you be interested in living

there? (CHECK ONE) (6:52)

ri (1) Yes, I'd be interested in living in an all-black dorm

0(2) No, I wouldn't be interested in living in an all-black dorm

FOR_ALL STUDENTS

8IUDENT -FACULTY RELATIONSHIPS

80. Some students want more from a teacher than competence or even brilliance in

teaching. They want a broader and more personal relationship with someone
they can see and talk to frequently outside of class, someone they can get to

know well enough to talk with about matters not related to school or course
work. Is this something you want in a relationship with a teacher? (CHECK ONE)

(6:53)
r ;(1) I want this very much

0(2) it would be nice, but it's not crucial to me

n(3) I don't really care about it one way or the other

D(4) I don't think I'd like it

n (5) I'm sure I don't want it--I prefer a certain amount of distance between
faculty and student
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81 On the whole, how satisfied are you with the opportunity you have had to get
together and talk with faculty outside of class? (CHECK ONE) (6:54)

r] (1) Very satisfied

1
(2) Fairly satisfied

(3) Fairly dissatisfied

(4) Very dissatisfied

82. Do you w sh you 1-1-_d more of an opportunity to really get to know at least one
or more faculty members? (CHECK ONE) (6:55)

(t) Ye , I really wish I had more of an opportunity

[7] (2) No, I really don't care about getting to know facuity members any better

83. We'd like to ask you a few questions about your feelings about student-faculty
tnteraction. Students vary in their feelings toward faculty and the extent to
which faculty are approacable. Thinking of your experience thus far at
MichigaLk, how often would you say you have had each of the following experIences?

CHECK ONE ALTERNATIVE FOR EACH OF THE PHRASES LISTED BELOW

a. Asked a question in class (6:56)

b. Asked a question of the professor before
or after a class (6:57)

c. Followed my professor in the hall after a
class to ask a question (6:58)

d. Dropped in at his office without an
appointment (6:59)

a. Made an appointment to see him (6:60)

f. Stopped him walking on the campus (6:61)

g. Talked with my professor in the librar
(6:62)

h, Visited a professor in his home (6:63)

Very Fairly Once in Rarely
often often a while or never
(1) (2) (3) (4)

E E J Li

E

O I

Fl 11 H 0
O 0

n H
E

O 0

LI
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84. In your interactions with faculty ou side of class, how often have you done
following?

(ECK _ONE FOR EACH ITEM)

Discuss a personal problem (6:64)

Ask a question about course (6:65)

Discuss an intellectual topic of
mutual interest (6:66)

Just chat (6:67)

Discuss work I do for him (6:68)

Other (SPECIFY)
(6:69)

Frequelz Occasionally Once or twice Never
(1) (2) (3) (4)

I

L=1

El

LJ

ri
E]
LJ
El

85. How often during your years at Michigan have you felt that your ideas, values,
and life-styles were very different than most of the other students here at
Michigan? (CHECK ONE) (6:70)

(1) Frequently

7 (2) Occasionally

I j (3) Once or twice

H (4) Never

If you ever felt this, what are some of the ways in which you have felt you were
different? (PLEASE BE SPECIFIC in indicating what your ideas were and in what
ways they differed from those of other students.)

a-11,7



86. Could you think now of all faculty members or people in the administration
here - is there any one person on the faculty or administration whom you
especially respect or admire?

(IF YES) a. Who is that? (WRITE NAME AND DEPARTMENT BELOW)

b. What is it that you particularly respect about him (he

What kinds of contacts have you had with this person (e.g.,
teacher in a class, course advisor, someone to talk to about
general problems bothering you, etc)

348



RACE RELATIONS

Some questions on race relations.

44-

87. How would you describe the neighborhood in which you lived duri g high school?
(CHECK ONE) (6:71)

Om Completely black neighborhood

0(2) Mostly black neighborhood

E] (3) An equally integrated neighborhood

L(4) Mostly white neighborhood

(5) Completely white neighborhoodI I

88. Assuming you could live anywhere when you complete your education, in what type
of neighborhood would you like to live? (CHECK ONE) (6:72)

Li

Exclusively white neighborhood

An integrated, mostly white neighborhood

An equally integrated neighborhood

(4) An integrated, mostly black neighborhood

(5) Exclusively black neighborhood

89. To what extent was your high school integrated? (CHECK ONE) (6:73)

(1) My high school wasn't integrated; it was entirely white

L_ (2) Integrated, but mostly white

(3) My high school was integrated about equally

LI (4) Integrated, but mostly black

Li (5) My high school wasn't integrated; it was entirely black

90. Which of the following schools would you like to have your children attend?
(CHECK ONE) (6:74)

0 (1) Exclusively white

171 (2) Integrated, but mostly white

0(3) Equally integrated school

0(4) Integrated, but mostly black

0(5) Exclusively black

91. Some students prefer to have a teacher of their owu race. Assuming two professors
are equally well trained, how important is similarity of race among student and
professor to you? (CHECK ONE) (6:75)

r] (1) I would strongly prefer a teacher of my own race

0(2) It would be nice, but it's not crucial to me

0(3) I don't really care about it one way or the other

0 (4) I don't think I'd like it

0(5) I would strongly prefer a teacher __ another race
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92. Some students prefer to discuss personal factors--academic and/or personal
problems--with a counselor of their own race. Assuming two counselors are
equally well trained, how important is similarity of race among student and
counselor to you? (CHECK ONE) (6:76)

O (1) I would strongly prefer a counselor of my own race

(2) It would be nice, but it's not crucial to me

E (3) I don't really care about it one way or the other

(4) I don't think I'd like it

(5) I would strongly prefer a counselor of another race

93. What single national or local leader best expresses your views on relations
between the races?

What views of his do you agree with?

94. Have you taken part in any civil rights activities in the past year or two,
either here on the campus, in the community, or back home during vacation?

(CHECK ONE) (6:77)

O (1) No

0(2) Yes, have been active in the past but not now

(3) Yes still active

(IF NO) Why would you say you haven't personally taken part in any civil rights
activities?

(CONTINUED ON NEXT PAGE)



94. continued) 3o1
(IF YES) Have you taken part in any civil rights demonstrations like

picketing, sitting-in, etc. If so, what things have you done?
Please indicate whether these actions were at the University or
somewhere else. For example: sit-in at the administration
building, picketing for the ADC mothers in Ann Arbor, voter regis-
tration drives in Detroit.

mom
THE FOLLOWING QUESTIONS ARE FOR BLACK STUDENTS ONLY. OTHER STUDENTS

MAY WOW TURN TO THE MKT QUESTIONNAIRE.

FE

FOR BLACK STUDENTS ONLY

I 100

95. We're interested in problems or stressful situations that black students may
have at Michigan. Have you experienced any of the following situations here
at Michigan.

Somewhat Not really
CHECK ONE ALTERNATIVE FOR EACH ITEM. A very of a a problem

121-&-P-VitiEM problem at all
(1) (2) (3)

a. Difficulty in joining groups (7:09) LI 0 0
b. Clothing more expensive than I anticipated

)
0 0

(7:10
c. Hard to find a good place to live (7:11)

d. Hard to find a good roommate (7:12)

e. Competition for grades is more than I
anticipated (7:13)

Faculty seem to judge me as a second class
student (7:14) Li
White students don't make friends wither15)

Oversolicitude from white students (7:16)

g*

h.

LI
[i]

0 Li

i. Feeling a conflict between "being forced to
choose" between my black friends and white
friends (7:17)

Li

LI
Other PLEASE SPECIFY) 0

7:18) -
1.11

I

Li

Li

r

Li
0
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96. Are there any occupations that you are interested in but which you feel are
somewhat closed for blacks? (CHECK ONE) (7:19)

Fl (1) No

0(2) Yes

(iF YES) What occupations are these?

97. Are there any occupations you are interested in but for one reason or another
it takes too long to get into it? (CHECK ONE) (7:20)

1(1) No

0(2) Yes

(IF YES) What are the occupations and why does it take too long, for example,
discrimination, educational training, etc.?

91. Do you feel
(CHECK ONE)

0 (I) No

Li (2) Yes

there are any jobs for which there is an advantage in being black?
(7:21)

(IF YES) What occupations are these?

99. Do you feel there are any occupations that would be available to qualified
blacks but you feel that blacks can't get the training necessary for the
job?
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100. Many different terms have been used to describe the events that took place
in Newark, Detroit, aad other places. Which of the following terms do you
think best describes what happened? (CHECK ONE) (7:22)

(1) Civil disorder

11 (2) Rebellion

El (3) Riot

0(4) Civil rights activities

E (5) Revolt

(6) Hoodlumism

101. Some people say these things in Newark and Detroit helped the blacks; others
say it hurt. What do you think? (CHECK ONE) 7:23)

(1) Helped a great deal

(2) Helped some

O (3) Hurt some

F7 (4) Hurt a great deal

102. Do you think that blacks should separate from the American government and
form their own government, increase control of their own communities, or
try to intep.rate into the white community. I think that: (CHECK ONE) (7: 24)

ri ( 1) 1,1acks should separate

(2) Blacks should control their community

(3) Blacks should integrate

103. Some people soy that the increase in black militancy has helped blacks and some
say it has hurt blacks. Which do you think? (CHECK ONE) (7:25)

1-1 (1) Helped a great deal

LJ (2) Helped some

[7(3) Hurt some

0(4) Hurt a great deal

104. Which of the following organizations do you feel most closely represents your
position on civil rights? (('HECK ONE) (7:26)

Fl( 1) CORE

ri ( 2) NAACP

r- (3) SCLC

LI (4) SNCC

1 (5) Black Panthers

0(6) Black Muslims

0(7) Other (PLEASE SPECIF()
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104. (continued)

In what ways does this organization represent your position?

105. As the civil rights movement has developed over recent years, people have had
an opportunity to form their own opinions about the use of violence and non-
violence. At the present time there are many different opinions about this .

Which

0 m
(2)

(3)

n (4)

(

of the following statements best represents your

Non-violence is always the best approach.

Non-violence is best and civil rights workers sho
perfectly alright, however, for a man
own hpme.

to be armed

Non-violence is a good ideal and civil rIghts wor
carry guns; nevertheless, there may be situations
armed to protet themselves in self-defense.

Non-vielence is not a good ideal when it comes to
civil rights workers; civil rights workers should always be armed, ready
to protect themselves.

Non-violence is a foolhardy approach; violence is certainly justified
for self-defense and may be justified for retaliation and threat.

point of view? (CHECK ONE)
(7:27:

cha't carry guns; it's
in self-defense in his

kera_generally shouldn't
where they should be

the self-defense of

106. Here is a list of names which people of.our race sometimes call each other.
Which of these names do you prefer to be called by? (CHECK HOW YOU FEEL ABOUT
BEING CALLED EACH OF THE FOLLOWING NAMES FIRST BY OTHER PEOPLE OF OUR RACE,
THEN BY WHITES.

a. Negro (7:28,29)

b. Afro-American (7:30,31)

c. Colored (7:32,33)

d. Black (7:34,35)

e. Brother sister) (7:36,37)

B eo

107. Do you approve of the Afro hair styles

D(1) Yes

D(2) No

107a. Would you

(1) Yes

2) No

-1
wear one yourself?

Don't Object
mind
(2)

Li

Fi CT

By whites
Don't Object

Prefer mind to
(1) (2)

and cuts (CHECK ONE)

(CHECK ONE) (7:39)

(7:38)

3 4

El
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108. Please indicate the extent of your involvement in the following activities
at Michigan. (CHECK ONE BOX FOR EACH ITEM)

Black Student Union (7:40)

b. Tutorial work with black
students (7:41)

c. Black-consciousness
course(s) (7:42)

d. Tutorial work helping young
black children (7:43)

e. Other (PLEASE SPECIFY) (7:44)

Very
involved
now

(1)

Somewhat
involved
now

(2)

Not
actively
involved
but was No
eyeviously involvement

(3) (4)

CI

LI

LI
LI

PLEASE GO ON TO THE NEXT QUESTIONNAIRF-

355

LI

LI

LI



Id nt fication No.

Da e

PART II

SOCIAL REACTION INVENTORY

This is a questionnaire to find out.: the way certain important

events in our society aff ct different people. Each item consists

of a pair of auswers, letter A or B. Please select the one state-

ment of each pair which you more strongly believe to be the case

as far as you're concern,d. Sometimes you may believe both state-

ments; in such cases, select the one you more strongly believe to

be the case. ,Sometimes you may not believe either statement; in

such cases, select the one you disagree with the least.

BE SURE YOU ARE ANSWERING WHAT YOU PERSONALLY BELIEVE

RATHER THAN WHAT YOU WOULD LIRE TO BE TRUE. THIS IS

A MEASURE OF PERSONAL BELIEF; THERE ARE NO RIGHT OR

WRONG ANSWERS.



1 more strongly_ bel_ieve that:

(4:11) A. children get into trouble because the

B. The trouble with most children nowadays
easy with them.

nts punish them too much.

that their parents are too

(4:12) 2. A. Many of the unhappy things ia people's lives are partly due to bad
luck.

B. People's misfortunes result from the mistakes they make.

(4:13) 3. A. One of the major reasons why we have wars is because People don't
take enough interest in politics.

B. There will always be wars, no matter how hard people try to prevent
them.

(4:14) 4. A. In the long run p ople get the respect they deserve in this world.

B. Unfortunately, an individual's worth often passes unrecognized no
matter how hard he tries.

(4:15) 5. A. The idea that teachers are unfair to students is nonsense.

B. Most students don't realize the extent to which their grades are
influanced by accidental happenings.

(4:16) 6. A. Without the right breaks one cannot be an effective leader.

B. Capable people who fail to become leaders h- e not taken advantage
of their opportuni ies.

(4:17) 7. A. No matter how hard you try some people just don't like you.

B. People who can't get others to like them, don't understand how to
get along with others.

(4:18) 8. A. Heredity plays the major role in determining one's personality.

B. It is one's experiences in life which determine what they're like.-

(4:19) 9. A. I have often found that what is going to happen will happen.

B. Trusting to fate has never turned out as well for me as making a
decision to take a definite course of action.

357



(4:20)

1 _owe - UhAt:

10. A. In the case of the well pre red s Ludeut there is rarely if eversuch a thing as an unfair Les t.

B. Many times exam questions tend to be so unrelv.ted to course work that
studying Ls really useless.

(4:21 ) 11. A. Becoming a success is a matter of hard work; luck has little or
nothing to do with it.

B. Getting s good job d pends mainly on being in the right place at theright tIme.

4:22 12. A. The average citizen can have an influence in government decisions.

B. This world is run by the few people in power, and there is not muchthe little guy can do about it.

(4:23) 13. A. When I make plans, I am almost certain tha'- I can make them work.

B. It is not always wise to plan too far ahead because many things tutnout to be a matter of good or bad fortune anyhow.

(4:24) 14. A. There are.certain people who are just no good.

B. Th- e is some good in everybody.

(4:25) 15. A. la my case, getting what I want has little or nothing to do with luck.

B. Many times we might lust as well decide what to do by flipping a c in,

:26) 16. A. Who gets to be the boss often depends on who was lucky enough to be
in the right place first.

B. Who gets to be boss depends on who has the skill and ability; lu
has little or nothing to do with it.

(4:27) 17. A. As far as world affairs are concerned, most of us are the victims of
fores we can neither understand, nor control.

By taking an active part in political and social affairs, the people
can control world events.

(4:28) 18. A. Most people don't realize the extent to which their lives are con-
trolled by accidental happenings.

B. There really is no such thing as "luck.

358



I more st onglv. he Licve tha :

(4:29) 19. A. One shoulc always be willing to admit his rata

B. It is usually best to cover up '- mistakes.

(4:30) 20. A. It is hard to know whether or not a person really likes you.

B. How many friends you have depends upon how ni e a person you are.

(4:31) 21. A. Without the right breaks, one cannot be an effective leader.

B. Getting people to do the right thing depends upon ability; luck has
little or nothing to do with it.

(4:32) 22. A. With enough effort we can wipe out political corruption.

B. It is difficult for people to have much control over the things
politicians do in oi:ice.

(4:33) 23. A. Sometimes I can't understand how teachers arrive at the grades they
give.

B. There is a direct connection between how hard I study and the grades
I get.

(4:34) 24. A. A good leader e-kpects people to tecide for themselves what they should
do.

B. A good leader makes It clear to everybody what their Jobs

(4:35) 25. A. Many times 1 feel that I have little influence over the things that
happen to me.

B. It is
import

mpossible for me to believe that chance or 1 -ck play an
nt role in my life.

(4:36 ) 26. A. People are lonely because they don't try to be friendly.

B. There's not mtich use in trying too hard to please people; if they
like you, they like you.

(4:37) 27. A. There is too much emphasts on athletics in high school.

B. Team sports are an excellent way to build character.

(4:38) 28. A. What happens to me is my own doing.

B. Sometimes 1 feel that I don't have enough control. ovor 0 , dIrection
life is taking.
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4:39 29.

(4:40) 30.

(4:41) 31.

(4:42) 32.

(4:43) 33.

(4:44) 34.

(4;45) 35.

(4:46) 36.
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A. Knowing the right people is important in deciding whether a person
will get ahead.

B. People will get ahead in life if they have the goods and do a good
job; knowing the right people has nothing to do with it.

A. Leadership positions tend to go to capable people who deserve being
chosen.

B. It's hard to know why some people get leadership positions and others
don't; ability doesn't seem to be the important factor.

A. People who don't do well in life often work hard, but the breaks
just don't come their way.

B. Some people just don't use the breaks that come their way. If they
don't do well, it's their own fault.

A. These days, it isn't worthwhile to make close friends. People come
and go too much, and once you leave college you can't count on see-
ing them again.

Even if people move around a lot, you can still somehow keep in touch
with people you really care about.

A. Things don't really change as much or as fast as people tend to think.
If I plan carefully, I think I can handle most changes pretty well.

I can't plan too many details of my future becuase too many things
can happen--the job market might tighten up, wars are likely to occur
at any time, etc and change the whole situation.

A. Even a ccillege degree gives no certainty of a good job. Automation
and technological change can still make your knowledge obsolete.

B. A college degree will always be a job asset. Even if specific
information changes, you will still be trained to meet those changes.

A. It's lack of skill and abilities that keep many Negroes from:getting
a job. It's not just because they're Negro. When a Negro is trained
to do something, he is able to get a job.

B. Many qualified Negroes can't get a good job. White people with the
same skills wouldn't have any trouble.

A. Racial discrimination is here to stay.

B. People may be prejudiced but it's possible for American society to
completely rid itself of open discrimination.
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more strongly believe that:

(4:47) 37. A. The best way to handle problems of discrimination is for each individual
Negro to make sure he gets the best training possible for what he wants
to do.

B. Only if Negros pull together in civil rights groups and activities
can anything really be done about discrimination.

(4:48) 3R A. The best way (..ro overcome discrimination is through pressure and social
action.

B. The best way to overcome disc imination is for each individual Negro
to be even better trained and more qualified than the most qualified
white person.

-(4:49) 39. A. Many NeL:roes who don't do well in life do have good training, but the
opportunities just always go to whites.

B. Negroes may not have the same opportunities as whites, but many Negroes
haven't prepared themselves enough to make use of the opportunities
that come their way.

(4:50) 40. A. Negroes would be better off, and the cause of civil rights advanced,
if there were fewer demonstrations.

B. The only way Negroes will gain their civil rights is by constant
protest and pressure.

(4:51) 41. A. The so-called "white backlash" shows once again that whites are so
opposed to Negroes getting their rights that it's practically impossi-
ble to end discrimination in America.

B. The so-called "white backlash" has been exaggerated. Certainly enough
whites support the goals of the Negro cause for Americans to see con-
siderable progress in wiping out discrimination.

(4:52) 42. A. If a Negro only tries hard enough, he can get ahead despite opposition

from whites.

B. It's true that an individual Negro can get ahead by hard work, but

every Negro will sometime face discrimination or opposition that ca&c
be solved by individual effort alone.

(4:53) 43. A. Depending on bi- acial committees is just a dodge. Talking and under-
standing without constant protest and pressure will never solve
problems of discrimination.

B. 7A1king and understanding as opposed to protest and pressure is the

best way to solve racial discrimination.
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I more strongly believe that:

(4:54) 44. A. Many Negroes have only themselves to blame for not doing better in
life. If they tried harder, they'd do better.

B. When two qualified people, one Negro and one white, are considered for
the same job, the Negro won't get the job no matter how hard he tries.

(4:55) 45. A. The racial s tuation in America may be very complex, but with enough
money and effort, it :Ls possible to get rid of racial discrimination.

(4:56) 46.

(4:57) 47.

(4:58 ) 48.

(4:59) 49.

B. We'll never completely get rid of discrimination. It's part of human
nature.

A. Organizen action is one approach to handling discrimination, but there
are probably very few situations that couldn't be handled better by
Negro leaders talking with white leaders.

B. Most discriminatory situations simply can't be handled with ut
organized pressure and group action.

A. The attempt to "fi:-in" and do what's proper hasn't paid off for
Negroes. It doesn't matter how "proper" you are, you'll still meet
serious discrimination if you're Negro.

B. The problem for many Neg oes is that they aren't really acceptable by
American standards. Any Negro who is educated and does what is con-
sidered proper will be accepted and get ahead.

A. Discrimination affects all Negroes. The only way to handle it is for
Negroes to organize together and demand rights for all Negroes.

B. Discrimination may affect all Negroes but the best way to handle it
is for-each individual Negro to act like any other American--to work
hard, get n good education, and mind his own business.

A. The average Negro can have an influence in political decisions.

B. This world is run by white people and there is not much Negroes can
do about it.

(4:60) 50. A. Today when Negroes make plans, they are almost cer ain they can make
them work.

B. It is not always wise for Negroes to plan too far ahead because they're
bound to meet some discrimination or racial barriers over which they
have little control.
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I _more stronsleve that:
(4:61) 5 . A. Teachers in predominantly white schools tend to give Neg es

grades than they give white students.

B. Race rarely enters into a teacher decisions about rades. It is
how good a student is that counts.

(4:62) 52. A. A Negro has a much better chance of getting ie d today than ten years
ago because of social change.

B. A Negro today has the same opportunity he always had; his opportunity
has always depended on ability and hard work.

(4:63) 53. A. Getting into predominantly white colleges depends solely on dividual
merit.

B. Negro students find it easier to get into white colleges today than
ten years ago because white colleges are actively recruiting Negroes.

(4:64) 54. A. Major corporations and big financial institutions are out looking for
Negro executives these days.

B. Getting to be an executive in a major corporation depends on ability
and training alone; race has little or nothing to do with it.

(4:65) 55. A. Getting promo ed on the job depends only on ability, creativity, and
hard work.

B. it is easier for Negroes to get promoted on jobs where there have been
no Negroes up to now in managerial posit ons.

(4:66) 56. A. Being a Negro increases one's chances of getting into many graduate
and pro:essional schools today.

B. Ability and past performance are the only criteria of who gets
admitted to graduate and professional school.

QUESTIONS 57 AND 58 ARE FOR BLACK STUDENTS ONLY.
(4:67) 57. A. If I am not successful in achieving my goals in life, it will be

because I didn't work hard enough or use enough initiative.

B. I expect the fact that I am Negro will interfere in achieving my
life goals.

(4:68) 58. A I feel my chances for getting ahead are best in a predominantly white
occupational setting.

B. I feel my chances for getting ahead are best in a predominantly Negro
occupational setting.
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PART IT

ATTITUDES TOWARD TESTING SITUATT NS

Many people have been interested in how students feel about tests andtaking tests. This questionnaire is designed to lot you t 11 us how youfeel about them.

The value of thia_ questionnalre de ends on how frank you are in stating
your opinions, feelingp, and attitudes. Remrnber no one but the researcn
staff will ever see xour questionnaire.

For each question there is a line divided into five parts. On the endsof the line are statements of opposing feelings. In the middle is the word
"midpoint," representing a feeling in-between those at the two ends.

Read each question carefully and mark an X on the part of the line which
represents hew you feel about that question. For instance, the first questionasks to what extent you are aware of an "uneasy" feeling before taking acourse examination.

If you feel you are "not aware of it at all," X the extreme left partof the line.

If you feel you are "very much aware of it," X the extreme right part--of the line.

If you feel half-way between, X the part of the line which says "midpoint."
If you feel you are "not much aware of it," X the part of the line--between am not aware of it and midpoint.
If you feel you are "somewhat aware of it," X the part of the line--between am very much aware of it and midpoint.

By course examinations, we mean Lhe tests you have taken in high schooland college which are announced by the teacher before the test day. These aretests covering material you have had in class; tests for which you can prepare.

1. Before taking a course examination to what.extent are you aware of an "uneasy"
feeling? (5:11)

Am not aware
of it at all

3

Midpoint
5

Am very much
aware of it

2. When you are taking a course exaMination, to what extent do you feel your
emotional reactiona idterfere witfi or low r your performance? (5:12)

1

Do not inter
fere at all

Midpoint
5

Interfere a
great deal

3 If you know that you are going to' take a course examination, how do you feel
beforehand? (5:13)

1 2 3
Feel very Midpoint
unconfident

364
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confident
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4. After you have taken a course examination, how confident do you feel that you
have done your best? (5:14)

Feel very
unconfident

5. Whi_le taking a course examination,

Li

Midpoint Feel very
confident

you feel your heart beats faster? (5:15)

1

Heart does not
beat faster

Midpoint
4

Heart beats
faster

6. Before taking a course examina ion, do you feel your heart beats faster? (5:16)

1

Heart beats
faster

Midpoint
4 5

Heart does not
beat faster

7. While taking a course examination, to what extent do you worry? 17)

Worry not at all Midpoint
5

Worry a lot

Before taking a course examination, to what extent d- you worry? (5:18)

1 1

1

Worry not at all Midpoint Worry a lot

9. yhlt.e taking a course examination, to what extent do you perspire? (5:19)

Perspire a lot Midpoint Perspire not at
all

10. Before taking a course examination, to what extent do you perspire? (5:20)

1

Perspire a lot Midpoint

5

Perspi e not at
all

U. When, in your opinion, you feel well prepared for a course examination how do

you usually feel just before the examination? (5:21)

Feel very
confident

'Midpoint
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PART III

OTHER ACADEMIC ATTITUDES

1. How do you expect your academic performance this coming year will compare
with others in your class? (CHECK ONE) (5:22)

E (1) I'll do better than 90% of the class

1 (2) do better than 75% of the class

0 (3) I'll do better than 50% of the class

Ei (4) I'll do bett'er than 25% of the class

El (5) I'll do better thaa 10% of. the class

2. People have different skills and strengths in different areas. How do you
feel about your skills in the following kinds of courses? Think about your
skills as compared to others in your class. (CHECK ONE ALTERNATIVE FOR

EACH KIND OF COURSE)

Top Top Upper Upper Bottom Bottom
5% 10% Quarter Half Half Quarter

(j) (2) (3) (4) (5) (6)

Courses requiring mathemat cal 0 Ei
skills (5:23)

Courses requiring scientific 0 0
skills (5:24)

c. Courses'. requiring reading 1-1

or English skills (5:25)

d. Courses requiring speaking
or oral skills (5:26)

e. Courses requiring mechanical
or'manual skills (5:27)

LI

LI

1_1

0 --_] LJ 1=1

[I] Li 1 1 II

L_ 71 Li Li

Fl 0 0 Li

LI 0 0 Li

In Question 67 of the first questionnaire (Page 28) you indicated the

occupation or kind of work you think you will enter after you graduate.

How would you evaluate your own ability or skill for doing this kind of

work? (CHECK ONE) (5:28)

0 (1) I'm absolute1Y _sure about my ability, I don't have any doubts at all

0 (2) I'm very sure I have the ability to do this kind of work

0 (3) I'm fairly sure I have 'the ability

0 (4) I have_some doubt about my-ability, but it's probably adequate to do

this kind of work
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OveraLl Satisf

First, we'd like to ask some
at. Michigan

349

tions, Dissatisfactioes

questions about your overall reactionV to your year

1. As you think about the past few years, how satisfied have you been with the
year(s) you have spent at MichigkIn?

2. What things about your life at Michigan have you found most sati ying?

What (other) things do you feel you have gotten from your experience at Michigan?

4. Ao you look back over your college career at Michigan, have you found it dis-
appointing in any way - are there any things you hoped to find_or accomplish
in college that haven't turned out quite the way you had hoped?

(IF YES) 4a. What are some of the things you feel disappointed about?

4b. Anything else about the University and the life hare that you
haven't been completely satisfied with? (IF YES) What ia that?

(IF NO) 4c. Is there anything at all about the University of Michigan and
the life %ere that you haven't been completely satisfied with?
(IF YES) What is that? Anything else?

As yop think over your life here at Michigan, how satisfied are you that you
came to the University of Michigan rather than to some other school? Are you
very satisfied with your choice of Michigan; fairly satisfied; fairly dis-
satisfied; or what?

i
6. Are there any ways you feel you might have been more satictied at some herschool?

(IF YES) 6a. Now do you think things might have been better somewhere else?

6b. What kind of school do you think you might have been more satis-
fied at - how would it be different from the University of
Michigan? (IF NOT MENTIONED, PROBE FOR PREDOMINANTLY BLACK
COLLEGE)

Do you have any (other) feelings of dissatisf c ion with yourself - any feel-
ings that you didn't use the full opportunities here at Michigan, that you
'might have done things differently - anything like that? (IF YES) What are
you dissatisfied about?
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8. (IF R HAS ALREADY COMMENTED OH MICHIGAN AS AN EDUCATIONAL INSTITUTION) You'vetalked a little about Michigan as an educational institution - your teachersand your classes. All in all, how satisfied would you say you've been withyour classes and your teachers?

(IP R HAS NOT COMMENTED ON MI(NICAN AS AN EDUCATIONAL INSTITUTION) How aboutMichigan as an eduational institution - your teachers and your classes. Allin all, how satisfied would you say you've been with your classes and yourteachers?

(IP ANY NEGATIVE) 8a. What are you dissatisfied about - what are some of
your main criticisms of teachers and classes you've
had at Michigan?

fib. What did you find particularly satisfying about your
classes and teachers?

(IF ONLY POSITIVE) Se. What did you find particularly satisfying about your
classes and teachers?

Bd. Do you have_any criticism at all of teachers or
classes you've had at Michigan? (IF YES) What are
they?

9. (IF ANY CRITICISMS OF TEACHERS OR CLASSES) These criticisms you've mentionedwould you say they've been true of most of the classes and teachers you'vehad here, about half of them, somewhat less than half, or just one or two?
9a. Would you say these criticisms are more true of the classes you had as afreshman or sophomore, more true of classes you've had recently, or aboutequally true throughout your career at Michigan?

10. What would you say was your roughest period during your years here at Michigan?(PROBE FOR WHEN PERIOD WAS, E.G., SECOND SEMESTER OF SOPHOMORE YEAR, AND INWHAT WAY IT WAS ROUGH)

11. Have you had any other pretty rough periods during your years here?(IF YES) When were they and what were they about?

12. Row difficult did (do) you find your freshman year academically compared toyour expectations at the beginning of the year?

12a. To what do you attribute this?

13. For many people college is a very 12iw and new experience - an eye-opener, amove into a new world, a discovery of new ways of thinking, feeling, looking
at the world. For others, college is not so big or new an experience - it'spretty much like the life they have known all along. How "big" and "new" an'
experience has college been for you? (PROBE FOR HOW COLLEGE RAS BiEN A NEWEXPERIENCE)
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14. Have you had the experience in college of discovering you could do something
you weren't sure you could do, sogething that Ca e somewhat as a surprise to
you and pleased you a great deal?

(IF YES) 14a. Could you describe what this was?

15. When you first Came to Michigan, were there any important waya in which you
felt you were different in values, ideas, or ways of life, etc, from other
students here? Could you describe these?

15a. In what ways are you differ nt now?

16. Are there any particular classes or experiences
partiCularly meaningful to you?

(IF YES) 16a. Which nes?

16b. In what way?

have had which have been

17. People have different ideas about what they hope to achieve in College. We
would like to know what you feel are the important things to get out of college?

17a. What is the single moat important goal you want to attain while you are
in college?

17b. What is the second most important goal you want to attain while you are
in college?

17c. To what extent you feel you have attained, or begun to attain, these
teals?

16. In answering a question about the occupa_ on you think you would like to enter,
you indlocated you would like to enter . Why did you choose this
occupation?

19. As students think of graduation and leaving the University, they Chink of
places they would like to work and live. Some want to try new placee, others
want to return to the area where they grew up. For many, this represents a
dilemma, they don't know what they want to do. Have you thought about this?
What do you think you will do? (IF BLACK: PROBE FOR WHAT KIND OF THINGS R
WANTS TO DO WITH BLACKS)

20.. In the qta.a:ionnaire you named two peaple whom you particularly admire,A and B

20a. Could you tell me something about person A. How long h e you known
him (her)?

20124 What is it about him (her) as a_erson or his (her) qualities that has
been important to you (or what would you say you admire about him (her)?
(PROBE FOR THE AREAS OF IMPORTANCE IN THE RELATIONSHIP, I.E., INTEREST
IN IDEAS; INTEREST IN DISCUSSION OF WHAT ONE IS, WANTS TO BE, ETC)
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20c. Could you _

him (her)?
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me something about person B. How long have you known

20d. What is it about him (her) as a_person or his (her) qualities that has
been important to you (or what would you say you admire about him (her)?

21. (IF THE TWO MODELS ARE NOT AMONG THE THREE BEST FRIENDS AT MICHIGAN) In whatways are these two people different from your three best friends?

22. (IF NOT MENTIONED) Think of the friends you have now and the frienda you
have or used to have in high school. Are they different in any way?

22a. How are they different?

22b. How about interests in books, ideas are these fri nds different in
these interests?

22c. What _re most of your high school friends doin now?

22d. How often do you see them?

23. Where do you live?

23a. Have you experienced any problem in your living arra ements?

24. As a black student, how do you feel about the soc al life here at Michigan?
Have you experienced any problems in the area of social life?

25. What do you find particularly pleasing or displeasing about the social life
here at Michigan?

Some quesVIons about your high school experience.

26. Try to remember when you first began to think about going to college. Whatyear in high school was this?

27. Did'you always aSsume you would go to college or did you have some reservations
about whether you would or could go?

(IF UNCERTAIN) 27a. Why were you uncertain? (PROBE FOR WHETHER WAS UNCERTAIN
ABOUT ABILITY OR FINANCIAL REASONS)

26. Was anyone instrumental in encouraging you to attend college? (PROBE FOR
FAMILY (MOTHER OR FATHER), A TEACHER, GUIDANCE COUNSELOR, FRIENDS)

28a. In what ways were these people helpful to you?
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29. Did you visit, any colleges to see what they were like?

(IF YES) 29a. Did you visit Michigan?

29h. Did you visit any other colleges?

29c. When did you begin to visit colleges?

30. Students attend college for many different reasons. Why do you want to get a
college education?

31. When you were in high school and thinking of attending college, what w re
voux attitudes and perceptions of the University of Michigan? What kind of
an image did the University have?

31a. What was your parents' attitude toward Michigan?

31b. What was your guidance counselor's attitude toward the U of M?

32. (IF BLACK STUDENT) Did you have any feelings about what it would he like to
be a black student at Michigan?

33. (IF BLACK STUDENT) Could you tell me what it has beet like to be a black
student at Michigan?

33a. In your case, are there any problems about being a black student at
Michigan?

If doesn't mention: What about discrimination, felt any of this at Mich?
33b. In your case, are the sz-w. any good things about being a black student at

Michigan?

Now, with regards to your applying to Michigan.

34. Did an admissions representative or other representative from Michigan visit
your high school?

(IF YES) 34a. Who was it? (admissions, alumnus, etc)

35. Were you informed of the visit of this person when he (she) visited your high
school?

-35A. Did you attend the information session?

36. Did you have any direct ersonal contact with a member of the Univereity
Admissions Office?

(IF NO) 36a. Who told you about applying to the University? (GO TO Q. 38)

(IF YES ) 36b. What influenee, if any, did the college admissions counselor
.

have upon your decision to come to Michigan?
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(THE FOLLOWING QUESTIONS FOCUS ON THE RELATIONSHIP BETWEEN THE STUDENT AND THE
ADMISSIONS COUNSELOR)

37. What were your feelings about
admiasions counselor?

38. 'When he talked with you, did he ind cate what your chances of admission were?

39. What about financial aid - did he say anything about financial aid?

the ways you were approached by the college

40. What about admisaions officers representIng other colleges? Did they indicate
what your chances of admission were?

41. .Did they eay anything about financial aid?

42. How did you happen to come to Michigan? (P _BE FOR WHY DECIDED TO ATTEND
MICHIGAN)

43. What was your parents attitude toward vour attending 'the University of
Michigan? Were they in favor of it, or would they have preferred you went
or did something else?

44. Are you receiving financial aid from Michigan?

(IF YES) 44a. What kind of financial assistance are you receiving? (PROBE
FOR MICHIGAN OPPORTUNITY AWARD)

44h. How did you hear about the possibilities of financial aid at
Michigan? Who told you, or in what way did you find out about
the availability of financial assistance at Michigan?

44c. Was the tmount of aid which you -eceived sufficient to meet
your reasonable financial needs?

44d. How would you describe the financial aid which you received?
Would you say it was generous; modest, but adequate; insufficient?

45. In your discussions with the counselors in the Financial Aids Office, how do
you feel about the understanding (or lack of understanding) they had of your
situation? Were you very satisfied; fairly satisfied; fairly dissatisfied;or what?

(IF FAIRLY OR VERY DISSATISFIED) 46a. Why were you diusa lofted?

48. How do you feel about the opportunity you have had to talk with someone in the
Financial Aid Office? Have you been able to have an appointment within a few
days of your initial viait?
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47. The Financial Aid Office is interested in knowing whether you think it wouldbe helpful to set up an office in the library or somewhere else on campus sothat information about financial aid would be more accessible to students. Doyou think this would be helpful, or do you think accessibility to the Financial
Aid Office isn't really a problem?

49. Any (other) problems with the Financial Aid Office? Any ways in which ftcould be improved?

49. Were you employed during this academic year?

(IF YES) 49a. Was this a full-time or part-time job?

49b. Was this job relevant to your anticipated career field?

49c. On the average, how many hours per week during the semester
are you spending in pert-time work for pay this year in college?

50. Were you employed during the summers?

(IF YES) 50s. Was this prior to your freshman, sophomore, junior or senior
year?'

51. Were you able to get a job which was relevant to your anticipated career field
during any summer?

51a. What did you do?

We'd like to know your ideas and reactions about some of the University counseling
Services.

52. First, with respect to academic advisors. Who is your academic advisor?

52a. How satisfied have y u been with the academic advisory situation here atMichigan?

52b. (IP AT ALL DISSATISFIED) What are the main reasons for your di is-faction?

52c. Have you usually been able to see your adviaar when you wgnted to see him;
when you really needed to see him?

52d. Would you like more contact with your academic advisor?

52e. How do you feel about the advice concerning your academic ability that
you received from your academic advisor? Do you feel it was overly
optimistic, overly pessimistic, or realistic?
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53. Have you ever used any of the other counseling services here at the University -
for vocational counseling or academic problems, or some other personal problem
that was bothering you?

(IF YES) 53a. Where did you go - Mental Health Division of the Health Service,
Vocational Counseling, or what?

53b. How did you happen to go there - did anyone tell you about it
or suggest that you go there? (IF YES) Who told you about it?

53c. Why did you go - what was the problem about?

53d. Anything else that was bothering you when you went? (IF YES)
Fault was that?

53e. When was this?

53f. For how long did you go?

53g. What did they do - how did they try to help you?

53h. How did it turn out - do yoU think it helped you in any way?

54. Do you feel any pressure on you to succeed at Michigan?

55. (FOR OPPORTUNITY STUDENTS) The Opportunity Award Program has been in operation
for several years. Haw do you feel about being identified as an Opportunity
Award student? Do you feel as though.you have been singled out in any way
because you are receiving this assistance?

(IF YES) 55a. In what ways do you feel you are mingled out?

56. In your experience with the services associated with the Michigan Opportunity
Program, are there any services which you feel have been particularly helpful
to you in one way or another (e.g., admissions, Special Programs Office,
academic advisors etc)?

(IF YES) 56a. In what way were these servicea helpful to you?

56b. Are there any services which you feel weren't soJielpful to you?

57. One alternative to a demanding academic schedule is to reduce the number of
courses one takes. Have you ever taken a reduced load?

(IF YES) 57a. What was yzour experience in taking a reduced load? (DID IT
SERVE AS A HELPFUL POSITIVE EDUCATIONAL EXPERIENCE FOR THE
STUDENT, E.G., A CHANCE TO GET ACCLIMATED TO ACADEMIC DEMANDS
WHILE HAVING FEWER RESPONSIBILITIES, ETC)

(IF NO) 57b. Would you be interested in taking a reduced load, being
. allowed to spend more time on three courses rather than four,
with a corresponding increase in the length of your academic
program?
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58. Have you ever had occasion to use the Reading improvement Service?

(IF YES) 58a. The Reading Improvement Service offers both Individual and
small group sessions. In which owthod did you participate?
(IF SMALL GROUP) How large was your group?

58b. How did you happen to go to the Reading Improvement Service? .

Were you referred by someone or did you go on your own? (IF
REFERRED BY SOMEONE) What person or office referred you?

58e. How many sessions did you attend?

How do you feel about the assistance (or lack of assistance)
you received? Was it helpful?

58e. Any suggestions?

58f. Why did you seek assistance?

58g. (GIVE STUDENT CARD 1) These ara some of the reasons why other
studente have gone to the Reading Improvement Service. In
addition to the reasons you've already givens are any of these
reasons why you went there?

Kindt. One aspect of life college students sometimes think about is the
broad queation of the kind of society they'd like to live in, to rear children in.
This is both more general and abstract perhapa, than just what kind of job or
marriage or home one hopes for in the future. It's more a queetion of how one
feels about American society in general.

59. . (HAVE R TURN TO CARD 2) On this page are some statements about American
society and the race issue - they describe different views about the kind of
Society that would be desirable.

59a. Which of these best describes how you feel? Could you tell me why you
agree with that statement?

59b. Now, would you tell me which statement you disagree with the most? Why
is that?

People have talked some about how this generation of black college students dif ere
from their parents about the whole question of what it means to be black in
America - things like what it's possible to accomplish, what blacks should do
about obstacles that still exist, how fast change can occur in society.

60. Are there any differencea in the ways you snd your parents view things like
these?

(IP YES) 60a. Could you briefly describe how you differ?

60b. What are some of the ways you and your pareuts agree about
these things?

(IF NO) 60e. What are the ways you and your parents view things in similar
we're - in what ways would you aeree about these things?

60d. Are there any ways in which you dieaeree? What ways?
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61. (FOR BLACKS) People have a lot of different ideas about what it means to beblack in thin society. I wonder if you could tell me a little about what itmeans to you?

62. (FOR BLACKS) A number of people have written recently about it being very
special and exciting to be black at this particular point in time. I wonderhow you feel about this notion?

63. (FOR WHITES) Do you think black students experience any special problems atMichigan?

(IF YES) 63a. What kind of problems do you think black students experi nce?

63b. Do you think other students at Michigan are aware of the
problema-that black students face?

(For ALL) Do you think there is any advantage to being a black student at.the University?

65. (FOR BLACKS) Do you think white students at Michigan are aware of the prob-
lems that black students face?

66. (FOR BLACKS) Do you feel you have been treated differently by being black
instead of white at Michigan - I don't mean only discrimination or prejudice,
but whether treated differently in anTway? Anything else?

6.6a. Any (other) exemplea of discrimination or prejudice?

67. (FOR BLACKS) Have you ever felt that faculty prejudged you because you wereblack? Do you feel they are reacting to you as a black, compared to the way
they might act if you were white? (PROBE FOR WHETHER FACULTY WAS TRYING TO BE
HELPFUL OR "DISCRIMINATORY" IN THE NEGATIVE SENSE AND WHETHER THE STUDENT
PERCEIVED THIS AS OVERSOLICITIOUSNESS OR DISCRIMINATION)

This concludes the interview. We haVe tried to cover many aspects of college life.
However, we are aware that we may have overlooked questions which would-allow youto discuss areas or events that have been particularly significant for you. Arethere any comments or criticisms you would like to make about any aspects of yourcollege experience - personal, academic, or general - which were not covered in
the interview but which you feel were important or contributed to your life atMichigan?
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CAVRD I

a. listen to lectures and/or take notes efficiently

b. know what to study for exams

c. improve my ability to determine which things are more important for me
to read

d. improve test takIng skills

e. learn how various types of reading material should be read

f. increase reading speed in required reading

g. become better organized

h. improve comprehension

I. get rid of exam panic

j. improve concentration

k. facilitate writing of essays, projects, themes, etc
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CARD 2

Kind of Society I'd Like

1. The present American system and the life it promises would be a good
one if it provided for full integration of all races in that system.
Except for the racial issue, I have no basic criticism of American
society.

-2. The present American system not only needs to be changed to provide
integration of all races; it also needs a complete moral rebirth
where basic human values become central to the society.

3. Even if there were complete integration, I would not accept the
American system. There should he a radical change in the whole
economic baae of the American system - a revolution that goes much
beyoad race, challenging all the economic injustice of this society.

4. Society must be free - to be free, the 'races must be separated
because the white man will never give justice, equality, and freedom
to other peoples. Only with a separate state can there be real
freedom.
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The tables of Appendix D are constructed in the following nanner.

The means and standard deviations for the four basic gr;ups (Race;

Opportunity Award Recipient; Sex; and Class) are given for each of

the fourteen scales of the Omnibus_Personality Inventory. When sig-

nificant differences occur ed in the means tests between groups, the

T-test and level of Significance is indicated.

TABLE 81

Responses of White and Black Students
to the Omnibus Personality Inventory

= 253)

Race of Student
White_ Black N_=158)

OPI Scale Mean_ S.D. Mean

Thinking Introversion 27.85 7.89 25.11 6.46

T-Test = 2.85 (.01)

Theoretical Orientation 19.31 5.48 18.59 4.90
T-Test = 1.03 (NS)

Esthetic sm 15.60 4.49 13.04 4.62

T-Test-= 4 2 (.01)

Complexity 18.98 6.22 17.82 5.11

T-Test = 1.53 (NS)

Autonomy 30.41 5.79 29.47 5.97

T-Test = 1.23 (NS)

Religious Orientation 14.81 5.61 13.74 4.72

T-Test = 1.55 (NS)

Social Extroversion 19.58 8.11 22.54 6.38

T-Test = 3.02 (.01)

Impulse Expression 31.18 9.74 31.35 8=55

T-Test = 0.14 (NS)

Personal Integration 27.36 10.44 30.22 10.10

T-Test = 2.13 (.05)
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Responses of White and Black Students
t the Omnibus Fersonalit Invento (Cont.)

R ce of Student_,_
Whlte = 95) Black N = 158)

OPI Scale Mean S.D. Mean S.D.

Anxiety Level 10.16 4.40 11.27 4.66

T-Test = 1.89 (NS)

Altruism 20.49 5.23 20.28 5.33

T-Test = 0.31 (NS)

Practical Outlook 10.75 5.51 13.50 4.90

T iest = 3.99 (.01)

Masculinity-Femininity 24.65 5.97 28.06 6.01

T-Test = 4.37 (.01)

Response Bias 11.72 4.33 12.17 4.27

T-Test = 0.81 (NS)

TABLE 82

Responses of Opportunity Award_ and
Ron-Opportunity Award Students to the OPI

OPI Scale

Opportunity
Students

Mean S.D.

Non-Opportunity
Student:s

Mean S.D.

Thinking Introversion 24.85 7.14 27.83 6.82

T-test = 3.36 (.01)

Theoretical Orientation 18.31 4.87 19.60 5.

T-Test = 1.96 (.05)

Estheticism 13.47 4.27 14.72 4.59

T-Test = 2.10 (.05)

Complexity 17.94 5.62 18.67 5.51

T-Test = 1.03 (NS)

Autonomy 29.24 5.76 30.60 6.05

T-Test = 1.80 (NS)
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Resorardand

109)

Non-Opportunity Award Studen_ts_to the ()PI (Cont.)

OPI Scale

Opportunity
Students
(N = 144)

Non-Opportunity
Students
(N =

Mean S.D. Mean S.D._

Religious Orientation 13 35 5.06 15.18 4.96

T-Test = 2.87 ( 01)

Social Extroversion 21.50 7.10 21.33 7.38

T-Test = O. 18 (NS)

Impulse Expression 31.56 8.97 30.93 9.06

T-Test = O. 55 (NS)

Personal Integration 27.19 10.44 31.73 9.57

T-Test = 3. 58 (.01)

Anxiety Level 10.18 4.51 11.73 4.56

T-Test = 2. 69 (.01)

Altruism 19.71 5.15 21.22 5.37

T-Test = 2. 25 (.05)

Practical Outlook 13.59 5.22 10.98 5.04

T-Test = 4. 00 (.01)

Masculinity-Femininity 27.02 6.18 26.47 6.25

T-Test =.0. 70 (NS)

Response Bias 11.37 3.98 12.83 4.55

T-Test = 2. 67 (.01)
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TABLE 83

Responses of Men and Women_to_ the Omnibus Personalitv_Inventorv
(N = 253)

Men = 120) Women_ N = 13 )
OPI Scales Mean S.D. Mean S.D.

Thinking Introversion 26.44 5.97 25.86

T-Test = 0.65 (NS)

Theoretical Orientation 19 97 4.81 17.86

T-Te t = 3.35 (.01)

Estheticimm 13.46 4.60 14.50

T-Test = 1.75 (NS)

Complexity 18.39 5.52 18.13

T-Test 0.37 (NS)

Autonamy 30.17 5.97 29.50

T-Test = 0.90 (NS)

Religious Orientation 14.09 5.47 14.19

T-Test = 0.15 (NS)

Social Extroversion 21.06 7.10 21.76

T-Test = 0.77 (NS)

Impulse Expres 'on 32.33 8.75 30.34

T-Test = 1.77 (NS)

Personal Integration 30.87 10.57 27.59

T-Test = 2.54 (.05)

Anxiety Level 11.62 4.31 10.15

T-Test = 2.58 (.01)

Altruism 19.93 5.59 20.74

T-Test = 1.21 (NS)

Practical Outlook 12.46 5.26 12.47

T-Test = 0.02 (NS)

Masculinity-Femininity 29.52 5.67 24.32

T-Test = 7.29 (.01)

8.07

5.21

4.80

5.64

5.87

4.74

7.31

9.14

9.83

4.73

4.98

5.35

5.63
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Responses of Men and Women to the Omnibus Persomallty Inventory (Cont,)
= 253)

OPI Scale!

Response Bias

Men CN = 1203 Women N=U3 )_
Mean S.D. Mean S.D.

12.95

TABLE 84

4.15 11.14

T-Test = 3.41 (.01)

4.24

Class Differen es in Res nses to the Omnibus Personali nventor
(N = 253)

Code: 1. Number of Freshmen = 74
2. Number of Sophomores = 74
3. Number of Juniors = 61
4. Number of Seniors = 44

OPI Scale

Significant
Differences

Between Level of
Mean S.D. Means -Te!ts Significance

Thinking Introversion 1. 26.96 6.80 1-3 = 2.46 .05
2. 25.46 7.17 2-4 = 2.79 .01
3. 23.90 7.42 3-4 = 3.77 .01
4. 29.00 6.26

Theoretical OrIentation 1. 19.39 4.41
2. 18.69 5.48
3. 18.33 5.75
4. 19.00 4.78

Estheticism 1. 14.76 4.46 1-2 = 2.03 .05
2. 13.16 5.03 1-3 = 2.03 .05
3. 13.18 4.46 2-4 = 2.31 .05
4. 15.30 4.65 3-4 = 2.32 .05

NS

Complexity

Autonomy

1. 18.41 5.42
2. 17.84 5.88 2-4 - 2.11 .05
3. 17.31 5.61 3-4 - 2.56 .05
4. 20.00 4.99

1. 28.97 5.90 1-4 = 3.06 .01
2. 29.49 6.03 2-4 = 2.53 .05
3. 29.59 6.07 3-4 = 2.31 .05
4. 32.14 5.06
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Class Differences in Responses

Level of

to the Omnibus Personality Inventory (Cont

Significant
Differences
Between

OPI Scale Mean S.D. Means Tests Si_gnificance

Religious Orientation 1. 13.95 5.24
2. 13.59 4.82
3. 14.66 5.24 NS

4. 14.68 5.11

Social Extroversion 1. 21.57 7.62
2. 22.18 7.47 2-3 = 2.11 .05
3. 19.49 7.16 3-4 = 2.47 .05
4. 22.61 5.64

Impulse Expression 1. 31.34 9.83
2. 31.93 9.68
3. 29.28 7.81 3-4 = 2.36 .05
4. 32.89 7.55

Personal Integration 1. 26.55 10.66 1-2 = 2.33 .05
2. 30.51 9.89 1-4 = 2.85 .01
3. 28.72 10.76
4. 31.80 8.88

Anxiety Level 1. 9,69 4.42 1-2 = 2.76 .01
2. 11.72 4.46 1-3 = 1.63 NS
3. 11.00 4.76 1-4 = 1.66 NS
4. 11.14 4.58

Altruism 1. 20.82 5.32
2. 20.05 5.03 2-4 2.17 .05
3. 19.03 5.97 3-4 = 2.90 .01
4. 21.93 4.17

Practical 1. 12.30 5.13 1-4 = 2.32 .05
2. 13.11 5.77 2-4 = 3.09 .01
3. 13.39 5.56 3-4 = 3.29 .01
4. 10.39 3.71

Masculinity-Femlninity 1. 25.59 5,81 1-3 = 2.49 .05
2. 27.27 6.47
3. 28.23 6.27
4. 25.95 6.00

Response Bias 1. 11.89 4.45
2. 12.14 4 00
3. 11.41 4.62 NS

4. 12.77 3.99
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The tables of Appendix E are constructed in the following manner.

The means and standard deviations for the four basic groups (White

Opportunity, WOA; White Random Sample, S: Black Opportunity, BOA;

Black Random Sample, BRS) are given followed by a sex b e kdown into

eight groups. When significant differences occurred in the means tests

between groups, the T test and level of significance are indicated.

WOA = White Opportunity Students,N
(1) WOA men, N = 13
(2) WOA women, N = 21

WRS = White Random Sample, N = 61
(3) WRS men, N = 34
(4) WRS women, N = 27

= 34 (22 are freshmen)

BOA = Black Opportunity Award Student, N = 6-1-7/0
(5) BOA men, N = 54
(6) BOA women, N = 56

BRS = Black Random Sample, N = 48
(7) BRS men, N = 19
(8) BRS women, N = 29

TABLE 85

Grou -Sex Differences in Res onses to the
Omnibus Personality

Group

Inventory - Thinking Introversion

Between GroupBetween Diffrences Sex Differences

Mean S.D.
_Means Tests
Differencea

Means Tests
Mean S.D. Differences

WOA 25.47 8.89 W0A-WRS=2.07(.05) (1) 26.62 8.24 2-3=1.78(.10)
N=34 (2) 24.76 9.40 2-4=1.78(.10)

WRS 29.18 7.00 WRS-BOA=4.11(.001) (3) 28.88 5.57 3-5=3.10(.01)
N-61 WRS-BRS=2.38(.05) (4) 29.56 8.57 3-6=3.30(.01)

3-7=1.97(.10)
4-5-2.44(.02)
4-6=2.69(.01)
4-7=1.78(.10)

BOA 24.66 6.54 (5) 25.04 5.62
N=110 (6) 24.30 7.36

BRS 26.12 6.22 (7) 25.95 4.79
N-48 (8) 26.24 7.09

F(3,249) = 5.647 (4 .01) P(7,245) - 2.537 4.05)
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TABLE 86

Group-Sex Differences in Responses to the
Omnibus Personality Inventory - Theoretical Orientation

Between Group Differences Between Group Sex Differences

Mean S.D.
Means Tests
Differences Mean S.D.

Means Tests
Differences

WOA 19.18 5.32 (1) 21.31 5.36 1a-2=1.81(.10)
N=34 (2) 17.86 4.96 1-6=2.37(.05)

2-3=1.91(.10)
2-7=2.42(.05)

WRS 19.38 5.61 (3) 20.47 4.63 3-5=1.66(.10)
N=6I (4) 18.00 . 6.4E, 3-6=3.05(.01)

3-7=NS
4-6=NS
4-7=2.37(.05)
4-8=NS

BOA 18.04 4.72 E0A-BRS=2.11(.05) (5) 18.76 4.65 5-7=2.26(.05)
N=110 (6) 17.34 4.72 6-7=3.38(.01)

BRS 19.87 5.11 (7) 21.63 4.66 7-8=1.98(.10)
N=48 (8) 18.72 5.15

F(3,249) = 1.844 S F(7,245) = 2.760 (4(.01)
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TABLE 87

Group-Sex Differences in Responses to the
Omnibus Persona1iy Inventory - Estheticism

Between Group Differences Between Group_Sex_Differences

Mean S.D.
Means Tests
Differences. Mean S.D.

Means Tests.
Differences

WOA 14.94 5.27 WOA-BOA=1.90(.10) (1) 15.54 4.39 1-5=2.06(.05)
N=34 (2) 14.57 5.83 1-7=3.26(.01)

2-7=2.59(.02)

WRS 15.97 3.98 WRS-BOA=4.40(.001) (3) 15.62 4.19 3-5=3.14(.01)
N=61 WRS-BRS=3.24(.01) (4) 16.41 3.73 3-6=2.34(.05)

3-7=4.44(.001)
4-5=3.96(.001)
4-6=3.16(.01)
4-7=5.11(.001)

BOA 13.01 4.53 (5) 12.65 4.39 5-7=2.01(.05)
N=110 (6) 13.36 4.68 5-8=2.05(.05)

6-7=2.62(.02)

BRS 13.12 4.86 (7) 10.47 3.82 7-8=3.46(.01)
N=48 (8) 14.86 4.73

F(3,249) = 6.534 ( .001) F(7,245) = 4.669 ( .001)

TABLE 88

Group-Sex Differences in Responses to the
12.22i1TA_NgSIEETliI2_122.2EZ_EaY

Between Grou- Differences Between Group Sex Differences

Mean S.D.
Means Tests
Differences mean S.D.

Means Tests
Differences

WOA 18 56 6.81 (1) 20.15 7.73
N=34 (2) 17.57 6.17

WRS 19.21 5.92 (3) 19.88 5.38 3-5=2.04(.05)
N=61 (4) 18.37 6.53 3-7=2.08(.05)

BOA 17.75 5.21 (5) 17.46 5.30
N=110 (6) 18.02 5.16

BRS 17.98 4.93 (7) 17.16 3.89
N=48 (8) 18.52 5.50

F(3,249) = 0.980 (NS) F(7,245) = 0.960 (NS)
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TABLE 89

Grou ex Differences _n Rds onses
Omnibvr, Personality Autonomv

WOA
N=34

WRS
N=61

BOA
N=110

BRS

Between Group Differences Between Group Sex Differences
Means Tests

Mean S.D. Differences_

(1)
(2)

(3)
0)

(5)
(6)

(7)

Mean S.D.
Means Tests
Differences

28.62 5.91 W0A-WRS-2.23(.05)

31.41 5.52 WRS-BOA=2.20(.05)
WRS-BRS=1.55(NS)

29.43 5.73

29.56 6.57

30.23
27.62

32.26
30.33

29.76
29.11

27.58

4.57
6.52

4.98
6.06

5.85
5.64

7.70

2-3=2.74(.01)

3-5=2.12(.05)
3-6=2.74(.01)
3-7=2.33(.05)

N=48 (8) 30.86 5.47

F(3,249) = 2.160 (NS) F(7,245) = 1.971 (NS)

TABLE 90

Gro_sp-Sex Differences in Responses to the
Omnibus Personalit Invento Reli ious Orientation

Betwen GrouR_ Differences_ Group Sex Differences
Means Tests

_Between
Means Tests

Mean S.D. Differences Mean S.D. _Diiferences

WOA 12.71 5.65 W0A-WRS=2.74(.01) (1 ) 14.00 6.66
N=34 (2) 11.90 4.93 2-3=2.94(.01)

2-4=2.57(.02)
2-6=1.94(.10)

WRS 15.98 5.27 WRS-BOA=2.94(.01) (3) 16.26 5.69 3-5=2.94(.01)
N=61 WRS-BRS=1.95(.10) (4) 15.63 4.79 4-5=2.49(.02)

BOA 13.55 4.87 (5) 12.72 5.08 5-6=1.76(.10)
N=110 (6) 14.36 4.57

BRS 14.17 4.37 (7) 14.16 4.29
N=48 (8) 14.17 4.50

F(3,249) = 4.210 (4.01) F(7,245) =-; 2.468 ( .05)
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TABLE 91

Group-Sex Differences in Reponses to the
Omnibus Personality Inventory - So6tal Extroversion

Between Group Differences Between Group Sex Differences
Means.Tests

Mean S.D. Differences Mean
/leans Tests

S.D. Differences

WOA 19.50 9.04 W0A-BRS=2.18(.05) (1) 18.54 8.67 1-8=2.21(.05)
N=34 (2) 20.10 9.42 2-8=1.89(.10)

WRS 19.62 7.62 WRS-BOA=2.16(.05) (3) 19.35 6.78 3-5=2.09(.05)
N=61 WRS-BRS=2.83(.01) (4) 19.96 8.68 3-6=1.70(.10)

3-8=3.21(.01)
4-8=2.27(.05)

BOA 22.12 6.30 (5) 22.48 6.73
N=110 (6) 21.77 5.90 6-3=2.05(.05)

BRS 23.50 6.52 (7) 21.79 7.00
N=48 (8) 24.62 6.05

F(3,249) = 3.873 (.01) F(7,245) = 2.021 (NS)

TABLE 92

Group-Se4 Differences in Responses to the
Omnibus Personality Inventory - Impulse Expression

Between Group Differences Between Group Sex Differences
heans Tests Means Tests

Mean S.D. Differences Mean S.D. JOifferences_

WCA 30.62 10.70 (1) 33.38 10.25
N=34 (2) 28.90 10.85

WRS 31.49 9.24 (3) 32.44 8.41
N=61 (4) 30.30 10.23

BOA 8.39 (5) 32.85 8.48
N=110 (6) 30.87 8.16

BRS 30.21 8.87 (7) 29.95 9.32
N=48 (8) 30.38 8.73

F(3,249) = 0.442 (NS) F(7,245) = 0.786 (NS)



WOA
N=34

374

TABLE 93

Group-Sex Differences in Responses to the
Omnibus Personality Inventory - Personal Integration

B tween Group Differences
Means Tests

Mean S.D. Differences

Between Group Sex Differences
Means Tests

Mean S.D. Differences

22.53 9.97 W0A-WRS=3.50(.001) (1) 22.85 10.08
W0A-BOA=3.06(.01) (2) 22.33 10.15
W0A-BRS=5.23(.001)

WRS 30.05 9.78 WRS-BRS=2.11(.05)
N=61

BOA 28.63 10.19 BOA-BRS=3.22(.01)
N=110

BRS
N=48

WOA
N=34

33.87 8.94

F(3,249) = 9.097 (4.001)

TABLE 94

1-3=2.47(.02)
1-5=2.63(.02)
1-7=3.14(.01)
1-8=3.23(.01)
2-3=3.08(.01)
2-4=2.16(.05)
2-5=3.37(.01)
2-7=3.83(.001)
2-8=4.00(.001)

(3 ) 31.41 10.83 3-6=2.41(.02)
(4 ) 28.33 8.14 4-7=2.19(.05)

4-8=2.31(.05)

(5) 31.39 10.51
(6) 25.96 9.20 5-6=2.85(.01)

6-7=3.38(.01)
6-8=3.64(.001)

(7) 33.95 8.52
(8) 33.83 9.35

F(7,245) = 5.436 (4.001)

Group-Sex Differences in Responses to_ the
Omnibus Personalit Inventor - Anxiet Level

Between Group Differences
Means Teste

Mean S.D. Differences Mean

Between Group Sex Differences
Means Tests

S.D. Differences

8.18 3.73 WCA-WRS=3.58(.001) (1) 8.23 4.19 1-3=2.87(.01)
W0A-BOA=3.35(.01) (2) 8.14 3.53 1-5=2.59(.02)
W0A-BRS-4.38(.001) 1-7=2.85(.01)

1-8=2.53(.02)
2-3-3.88(.001)
2-5=3.62(.001)
2-7=3.66(.001)
2-8=3.18(.01)
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Group-Sex Differences in Responses to the
Omnibus Personality Inventory - Anxiety Level (Cont)

WRS
N=61

BOA
N=110

BRS
N=48

Between Groqp Difference& Between Groluo Sex Differences
Means Tests Means Tests

Mean S.D. Differences Mean S.D. Differences

11.26

10.80

12.33

4.39 (3)
(4)

4.57 BOA-BRS=1.87(.10) (5)
(6)

4.74 (7)
(8)

12.26
10.00

11.72
9.91

12.53
12.21

4.10
4.48

4.34
4.64

3.82
5.32

3-4=2.00(.05)
3-6=2.48(.02)
4-7=2.01(.10)

5-6=2.10(.05)
6-7=2.39(.05)

,249) = 6.033 ( .001) F(7,245) = 3.870 .01)

TABLE 95

Grou -Sex Differences in Res onses to the
Omnibus Personality Invento - Altruism

Between Group Differences Between Gromp Sex Differences
Means Tests Mean3 Tests

Mean S.D. Differences Mean S.D. _Differences_

WOA 20.18 5.25 (1) 19.00 5.66
N=34 (2) 20.90 4.99

WRS 20.67 5.26 (3) 19.79 5.70
N=61 (4) 21.78 4.50 4-6=2.30( 05)

BOA 19.56 5.13 BOA-BRS=2.51(.02) (5) 19.37 5.51 5-8=2.13(.05)
N-110 (6) 19.27 4.77 6-8=2.76(.01)

BRS 21.92 5.47 (7) 21.00 5.88
N=48 (8) 22.52 5.21

F(3,249) = 2.343 (NS)

354'

F(7,245) = 1.655 (NS)
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TABLE 96

Group-Sex Differences in Res onses to the
0mnibus Personality inventory Practical Outlook

Between Grou Difference Between Group Sex Differencee

Mean S.D.
Means Tests
Differences

(1)
(2)

Means Testa
Mean S.D. Diffe enees_

12.41 5.97 W0A-WRS=2.11(.05) 12.08
12.62

6.17
5.98 2-3=1.85(.10)

9.82 5.05 WRS-BOA=5.13( .001) (3) 9.76 4.40 3-5=3.98(.001)
WRS-BRS=2.80(.01) (4) 9.89 5.87 3-6=4.23(.001)

3-7=2.69(.02)
3-8=1.78(.10)
4-5=2.98(.01)
4-6=3.12(.01)
4-7=2.19(.05)

13.95 4.94 BOA-BRS=1.80(.10) (5) 13.91 5.15
(6) 14.00 4.79 6-8=2.01(.05)

12.46 4.68 (7) 13.42 4.78
(8) 11.83 4.58

r( 249) 3.702 ( 001)

TABLE 97

F(7,245) = 3.864 01)

Grou -Sex Differences in Res.onses to the
Omnibus Personality Inventory - Nasculininity-Femininity

Between Group Differences_ Between Group Sex Differences
Means Tests

Mean S.D. Differences

WOA 23.91 6.55 W0A-BOA=3.21(.001)
N=34 W0A-BRS=2.91(.01)

WRS 25.07 5.64 WRS-BOA=3.19
N=61 WRS-BRS=2.64 .02)

Mean S.D.
Means Tests
Differences

(1) 26.23 6.99 1-4=2.08(.05)
(2) 22.48 5.99 1-5=2.02(.05)

1-7=2.28(.05)
2-3=3.41(.01)
2-5=5.31( .000
2-6=2.01(.05)
2-7=4.81( .001)
2-8=1.96(.10)

(3) 27.82 4.69
(4) 21.59 4.79 3-4-5.00( .001)

3-5=2.51(.02)
3-6=2.17(.05)
3-7=2.46(.02)
4-5=7.57( .001)
4-6=3.35(.01)
4-7=6..04(.001)
4-8=2.94(.01)
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Group-Sex Differences in Responses to the
711°-12i-LT.ILLEEM2M!ijALYLiEnrAUNErEalLillgELIMILIII.X (Cont)

_Bewee_v_Group Differences Between_Group _Sex Differences

Mean S.D.
Means Tests
Differences Mean

Means Tests
Differences

BOA 27.98 5.76 (5) 30.56 5.25
N=110 (6) 25.50 5.14 5-6=5.05(.001)

5-8=3.49(.001)
6-7=4.03(.001)

BRS 28.25 6.59 (7) 31.84 5.99
N=48 (8) 25.90 5.94 7-8= .29(.01)

,249) = 6.667 ( .001) F(7,245) = 12.324 (4.001)

TABLE 98

Group-Sex Differences ir 71esa2nses to the
°Imni02112_ERE2212-221-LX-IEInRI2EX=_E_qA22.1222-h122

B tween Group Differences Between Grou Sex _Differences

Mean S.D.
Means Tests
Differences Mean S.D.

Means Tests
Differences

WOA 10.59 3.97 W0A-WRS=1.96(.10) (1) 10.77 4.60 1-7=2.04(.05)
W0A-BRS=2.96(.01) (2) 10.48 3.64 2-3=2.61(.02)

2-5=2.41(.02)
2-7=2.83(.01)
2-8=2.04(.05)

WRS 12.34 4.43 (3) 13.26 3.98 3-6=3.33(.01)
N=61 (4) 11.19 4.76 4-7=2.16(.05)

BOA 11.61 3.97 BOA-BRS=2.37(.02) (5) 12.83 3.95 5-6=3.28(.01)
N=110 ( ) 10.43 3.66 6-7=3.28(.01)

6-8=2.45(.02)

BRE 13.46 4.66 (7) 14.21 4.42
N=48 (8) 12.97 4.82

F(3,249) = 3.624 (.05) F(7,245) = 3.639
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This appendix focuses on the formation of the five orientations

discussed in Chapter 3, pages 39 through 48. The table beiow lists the

questionnaire items used in the formation of four of these orienta-

tions, the Instrumental, Social Academic, and Political Orientations.

The fifth orientation, Intellectual Orientation, is composed of the

Thinking Intr version, Estheticism, and Complexity Scales of the

Omnibus Pe ,lnalitv InventgLy. Variable numbers are used for ea - in

data presentation. Tables 99 through 102 indicate the correlation

and factor lcddings of the items used in the formation of these five

orientations for both Black Opportunity students and the total sample.

As discussed on pages 39 and 43 of Chapter 3, the following qu,s-

tionnaire items were used in the formation of the first four orienta-

tions. The fifth orientation is composed of three scales in the

Omnibus Personalit Invent Variable numbers represent these items

in the correlation and factor matrix tables which follow.

Variable
Number

V1039

Instrumental-Occunational Orientation (to the c
experience)

liege

Students with an instrumental orientation rated the
following objectives very important. (Question 50 in
Questionnaire)

1. "Deciding upon an occupation"
2. "Doing as well academically as
3. 'Becoming well prepared for my
4. "Raising my social or economic

T can"
future occupation"
status"

Social Orientation (to the college experience)

Students with a social (dating) orientation placed
importance on the following items.

1. "Interest in the kind of clothes that one wears;
how one talks and behaves when he is with others"

V993 (Question 43 in Que'stionnaire)
2. "Interest In dating and social life" (Question 43

in Qnestionnaire)



V1042
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"Having a good time participating in collegiate
social 12.2." (Question 50)

"Being friendly with a large number of people"
(Question 50)

"Finding a suitable husband or wife" (Question 50)

Academic Orientation (to the college experience)

Students with an academic orientation rated the
following objectives very important.

V995 1. "Interest in studying; taking the course wor
seriously" (Question 43 of t.2._e_ELimEll_i_.re)

V1044 2. "Becoming intensely interested in some intellectual
pursuit" (Question 50 of Questionnaire)

Political Orientation (to the college experience)

Students with a political orientation placed
importance on the following items.

1. "Interest in stAent organizations and activities
here at Michigan; campus issues and politics"
(Question 43)

V992 1 2. "Interest in the contemporary political scene;
national and international affairs; current
events" (Question 43)

3. "Participating in activities aimed at correcting
social injustices" (Question 50)

4. "Developing a close, apprentice-like relationship
V1C41 with a faculty member who is highly respected in

his professional field" (Question 50)
5. "Becoming a leader in student activities"

(Question 50)

It is evident that the political orientation involves
items which describe a political orientation within the
framework of the existing system rather than extreme groups
operating outside the existing system.

Intellectual Orientation (to the college experience)

Students high in intellectual orientation scored
highly on the following three scales of the OPI.

V836 Thinking Introversion
V838 Estheticism
V839 Complexity

39 9
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TABLE 100

Varimax Rotated Factor Natrix of Variables Used to Form Orientations

Orientation Row/Col

V1039

V993
V1042

V995
V1044

V992
V1041

V836
V838
V839

Black Opportunity Students

Factor
4

Instrumental-
Occupational

Soci 1

Academic

Political

Intellectual

-0.17

0.09
0.01

-0.21
0.17

0.21
-0.10

0.67
0.83
0.60

0.60

0.48
0.79

0.04
-0.08

-0.38
0.06

-0.46
-0.01
-0.29

0.50

0.41
-0.03

0.84
0.65

0.13
0.25

0.07
-0.08
-0.32

0.20

-0.01
0.11

-0.04
0.23

0.57
0.76

0.26
-0.06
0.14

Factor 1 = Intellectual Orientation
Factor 2 = Instrumental-Social Orientation
Factor 3 = Instrumental-Academic Orientation
Factor 4 = Politicr' Orientation

4 1
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TABLE102

Variables Used to Form Ortentati

Total Sample

Row/Col 1

V1039 -0.26

V993 -0.00
V1042 0.06

2
Factor

0.61 -0.45

0.66
0.76

-0.04
0.06

0.19

-0.02
0.12

V995 -0.08 0.04 -0.82 -0.12
V1044 0.17 -0.04 -0.69 0.17

V992 0.11
V1041 -0.03

-0.07
0.31

0.08
-0.19

0.74
0.77

V836 0.65 -0.43 -0.14 0.35
V838 0.84 -0.15 0.06 -0.02
V839 0.53 -0.39 0.28 0.34

Factor 1 = Intellectual OrJ_entation
Factor 2 = Instrumental-Social Orientation
Factor 3 = Instrumenrcademic Orientation
Factor 4 = Political Orientation
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TABLE 103

Means and Standard Deviations of
Orientations for Three Groups of Students

Black Opportunity Students, White Random Sample,

Instrumental Orientation (Range: 00-16)

Black Random Sample

Mean S.

BOA (Black Opportunity Student) 118 11.63 3.10
WRE (White Random Sample) 63 8.97 2.96
BRE (Black Random Sample) 53 11.62 3.21

Intellectual Orient tion (Range: 19-92)

BOA 110 55.42 13.29
WRS 61 64.36 13.79
BRS 48 57.23 12.52

Social Orientation (Range: 00-17)

BOA 112 9.22 3.18
WRE 61 8.61 3.61
BRS 53 9.89 3.37

Academic Orientation (Range: 0-7)

BOA 113 4.41 1.50
WRS 63 4.73 1.48
BRS 54 5.00 1.40

Political Orientation ange: 00-18)
,

BOA 112 8.54 2.96
WRE 61 7.61 2.96
BRE 54 9.59 3.55
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TABLE 104

fQr Th _e Groups Students

Blac._c Opportunity Students, White Random Sample, Black Random Sample

Instrumental I tellectual Social Academic

Among Black Opportunitx

-0.28 *
0.52**
0.34**
0.15

-0.19*
-0.08
0.20*

0.07
0.35 0.26**

Students (R = 110-118)

Intellectual
Social
Academic
Political

Among White Random Sample
(N = 61-63)

Intellectual -0.43**
Social 0.33** -0.31*
Academic 0.37** 0.11 -0.01
Political -0.04 0.29* 0.10 0.14

Among Black Random sample_
= 48-54)

Intellectual -0.06
Social 0.25 -0.25
Academic 0.26* 0.05 0.02
Political 0.42** 0.30* 0-23 0.17

* A .05
4 .01



APPENDIX G

Tests of Variability Within Orientations
(Variability Due to Sex and Year in School



TABLE 105

Mean and Standard Deviation of Orientation b S x

Black Opportunity Students

Filter Mean Analysis

Orientation Mean S.D.

Instrumental

_N

Men 57 48 11.84 3.36
Women _61 52 11.43 2.85

113 100%

F(1,116) = 0.53 (NS)

Intellectual
Men 54 49 55.15 12.24
Women 56 51 55.68 14.33

110 100%

F(1,108) = 0.04 (NS)

Social
Men 53 47 9.28 3.00
Women 59 53 9.17 3.36

112 100%

F(1,110) = 0.03 (NS)

Academic
Men 54

1.;

4.46 1.60
Women 59

-100%
4.36 1.41

113

F(1,111) = 0.14 (NS)

Political
Men 54 48 9.33 2.93
Women 58 52 7./9 2.81

112 100%

F(1,110) = 8.06 ( C.001)
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TABLE 106

Mean and St ndard Deviation of Orientation b Year in School

Orientation

Instrumental

Total

Intellectual

tal

Social

Total

Academic

Total

Black Opportunity Students

Filter Mean Analysis

Year N Mean S.D.

Sr 27 23 10.56 3.24
Jr 28 24 12.21 2.33
So 31 26 12.61 3.08
Fr 32 27 11.06 3.31

118 100% 11.63 3.10

F(3,114) = 2.95 (.05)
Range: 00-16; 16 High Instrumental orient tion

Sr 25 23 62.04 12.56
Jr 27 24 48.41 12.92
So 30 27 52.67 13.25
Fr 23 26 59.21 10.50

110 100% 55.42 13.29

F(3,106) - 6.66 (4.001)
Range: 19-92; 92 = High intellectual orientation

Sr 25 22 8.64 2.66
Jr 29 26 10.03 2.68
So 30 27 9.53 3.89
Fr 28 25 8.57. 3.16

112 100% 9.22 3.18

F(3,108) = 1.41 ONS)
Range: 00-18; 18 = High social orientation

Sr 25 22 3.64 1.07
Jr 29 26 4.55 1.50
So 30 26 4.97 1.40
Fr 29 26 4.34 1.67

113 100% 4.41 1.50

F(3,109) = 3.98 (.01)
Range: 0-7; 7 = High academic orientation
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Mean and St ndard Deviation of Orientation b Year in School C n

Orientation Year Mean_ S.D.

Political Sr 25 22 9.00 2.87
Jr 29 26 7.55 2.64
So 30 27 9.33 2.89
Fr 28 25 8.29

_ 3.23
Total 112 100% 8.54 2.96

F(3,108) = 2.13 (Ns)

Range: -18; 18 = High political orientation

Although there are significant differences in the means of

instrumental, intellectual, and academic orientations with year in

school, there is no discernable trend from freshman to senior year.

The following table Indicates tht: relative high-middle-low scores

within each orientation by year in school.

Year in School Instrumental Intellectual Social Academic Political

Senior Lowest Highest Low Law Middle
Junior High Lowest High Naddle Lowert
Sophomore High Middle Middle Highest Highest
Freshman Middle Middle Low Middle Middle

TABLE 107

Mean and Standard Deviation of Orientation-by Year in School
Orientation Divided into High-Medum-Low Scorers

Black Opportunity Students

Filter Means Analysts

The range of each orientation was divided Into thirds so that an
aPproximately equal number of students was in each of the thirds.
The thirds represent the high-middle-and low scorers on each of the
five orientations. The following key applies to each orientation:

1 highest third of orientation; i.e., high instrumental, etc
2 = middle third of orientation; i.e., middle instrumental, etc
3 = lowest third of orientation; l.e., low instrumental, etc

r4133
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Analysis of the orientation divided into thirds Is not as sensitive as
the analysis involving the entire range of scores in the orientation
(Table 106) due to the decreased range of the orientations to three.
Consequently, the results have lower statistical significance as
indicated below.

Orientation
Orientation Divided

Into_Thirds ire Orientation

Instrumental NS .05
Intellectual AC.01 C.001
Soc1;11 NS NS
Academic .05 .01
Political NS NS

Orientation Year N Mean S.D,

Instrumental Sr 27 23 2.30 0.77
Jr 28 24 1.96 0.84
So 31 26 1 84 0.86
Fr 32 27 2.12 0.83

Total 118 100% 2.05 0.84

F (3 ,114) = 1.65 (NS)

Intellectual Sr 25 23 1.64 0.81
Jr 27 24 2.37 0.79
So 30 27 2.03 0.81
Fr 28 26 1.75 0.70

Total 110 100% 1.95 0.82

F(3,106) = 4.67 ( .01)

E7cial Sr 25 22 2.12 0.73
Jr 29 26 1.83 0.76
So 30 27 2.00 0.87
Fr 28 25 2.11 0.87

Tot 1 112 100% 2.01 0.81

F(3,10 = 0.77 (NS)

A-edemic Sr 25 22 2.36 0.57
Jr 29 26 1.90 0.72
So 30 26 1.73 0.74
Fr 29 26 1.93 0.80

Total 113 100% 1.96 0.74

F(3,109) = 3.67 (.05)

4 1
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Orte_tation

TABLE 107--Continued

High-Medium-Low Orientations

S.D.

Related to Year in_School

MeanYear

Political Sr 25 22 1.88 0.78
Jr 29 26 2.24 0.79
So 30 27 1.70 0.88
Fr 28 25 2.00 0.86

Total 112 1007 1.95 0.G4

F(3,108) = 2.19 (RS)
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Correlations and Factor Loadings of
Variables Used in the Formation of Indices
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TABLE 108

of Problems Ex prx
rtuflit

need
Students

V. 379

V. 378

V. a74 _Cpmpetitton f
Difficulty in Grades More
Joining Croups Anticipated

Faculty Think
a 2nd Class
Student _

N=169 N=170 N = 170

Competition for **
Grades More than 0.22
Anticipated

V. 379
Faculty Think a ** **
2nd Class Student 0.30 0.32

V. 380
White Students
Not Friendly ** **N=168 0.31 0.17 0.24

.05 level
**

01 level

Fa _or Loadings:

V. 374 = 0 71
V. 378 = 0.67
V. 379 = 0.63
V. 380 = 0.56
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TABLE 109

Correlation and Factor Loadings of Index Involilas.

V. 333
Greater
Self-
Confi-
dence

A Positive_ Attitude Toward the College Experience

V. 327
Clarity of
Occupational
Plans N=276

Total Sample

V. 331
More
Excitement
and

V. 330 Enthusiasm
Increased =ling
Ambition

V. 332
Greater
Concern
About
Social
Issues and
Problems

V. 330
Increased
Ambition

N=276

V. 331
More Excite-
ment and
Enthusiasm
About Learning

N=277

V. 32
Greater Concern
about Social
Issues and
Problems
N=277

V. 333
Greater Self-
Confidence
N=277

V. 334
Greater Clarity
About Life
Goals
N=277

0.38

0.25

0.15

0.20

0.52

0.62

0.15

0.26

0.47

0.22

0.28

0.38

0-16

0-28 0.44
Factor Loadings:

V. 327 = 0.62
V. 330 = 0.53
V. 331 = 0.50
V. 332 = 0.58
V. 333 = 0.60
V. 334 = 0.79
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TABLE 110

Correlation and Factor Loadings of_Variables
p ed In çonstructin Indices of Problems E erienced by_ Students

Total Sample

Q.56 After having indicated the garde average you've actually tried to
get and the grade average you think you actually will get for
your work this semester, students were asked the following ques-
tion:

Many different factors may make it difficult for students to
attain the grade average they have "actually tried for." Think
of yourself. Check the following factors that you feel made it
difficult for you to attain the grade average you have "actuAlly
tried for."

Index A: Acad-,mic Press and Resulting Self-Questioning

V236
V222 V223 Tension-

Heavy High V234 Anxiety
Academic School V226 Stiff About
Demands Preparation My :Ability. Com etition Grades
N = 99 11 = 78 N = 39 N = 89 N = 75

V223
V226
V234
V236

0.24
0.26
0.52
0.38

0.23
0.31
0.39

0.37
0.22 0.28 1.00

Index E:

V228

Factor Loadings: V.222 = 0.73
V.223 = 0.47
V.226 = 0.67
V.234 = 0.74
V.236 = 0.49

Lack of Interest in Courses, Self-DI

V724
My Study
Habits
N = 140

0.45

V 228
My Lack of
Interest

in Courses
N = 110

V230 0.70 0.42

Factor Loadings: V.224 = 0.81
V.228 = 0-67
V.230 = 0.85

ipline

V230
My Self-
Discipline
N = 121

1 00
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TABLE 110--Centinued

Index C: System Blame: A Tendency to Blame the System Rather Than
Oneself for Problems or Failures

V221
Unfairness
in Grading
N = 35

V237

V233
Examr 'hat Don't
Permit Me To Shaw
What I_Really_Know

N = 93

0.33

0.21

V237
My Reluctance To
Be At_Michigan

N ,--. 11

Factor Loadings: V.221 = 0.66
V.233 = 0.67
V.237 = 0.62

O. 20

Index D: Feeling Lost and Overwhelme by the University

V235
New and Different
Social Environment
N = 32

V238
Too Little Social
Life N = 23

V231
The Size of
the University

N = 16

0.25

0.21

Factor Loadings: V.231 = 0.64
V.235 = 0.69
V.238 = 0.61

V235

0.34

Index E: Family Problems - one variable with a factor loading of 0.82.
N = 34
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TABLE 111

Correlation of Variables
Composing_Zultural-Cosmo olitan Broadening Index_

Total Sample

V. 196
Importance of
Learning More
About Literature,
Art and Music

N=276
V. 204
Importance
Meeting Ne7
Types of People
N=275

V. 206
Importance of
Developing Better
Patterns of Speech
N=275

Factor Loadings:

0.33

0.14

V. 196 = 0.60
V. 204 = 0.67
V. 206 = 0.60

4117

V. 204

o.



Mean, Standard Devi
of Variables Com in
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TABLE 112

tion Correlation and Factor Loadin
Identit Indices

Total

From Question 70:

VI010 Self-Searchers index
Range 0-8; 0 = tmportant

V280 Independence Important
V283 Self-Discovery Important

Sample

Mean

273

275
274

2.11

2.15
1.96

168

1.08
0.97

Range 1-5; 1 = important

From Question 50:

V1043 Searching for Identity 275 9.32 2.25
Range 0-12; 12 = important

V189 Develop a Philosophy of
Life Important 275 3.96 0.99

V198 Understand People Important 275 4.33 0.86
V207 Find Purpose in Life

Important Range 1-5; 5 =
important

275 4.03 1.16

1010 280 283 1043 198

V280 Independence Important 0.84

_189

V283 Self-Discovery Important 0.80 0.34
V1043 Searching for Identity 0.32 0.16 0.38
V189 Philosophy of Life Impor-

tant 0.19 0.09 0.25 0.71
V198 Understand People Important 0.23 0.06 0.33 0.72 0.32
V207 Find Purpose in Life Impor-

tant 0.28 0.19 0.29 0.79 0.29 0.37

Positive corre ation: the identity variable is important in the
college experience

Factor Loadings of "Self-Searcher Inde "

V.280 = 0.81
V.283 = 0.67

Factor Lo din a of "Searchim f r Id nett index"

V.189
V.198
V.207

= 0.55
= 0.76
= 0.58
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TABLE 113

F rmation of "Emotionall Relaxin Relati nshi ' Index

This index was formed from responses to the following two variables
concerning Friend 1 only.

Q.41. Now, we'd like to know a little about the things that are impor-
tant to you in your friendships - the satisfactions you get from
them. On ?his and the next page you'll find a list of the kinds
of things that students often mention in talking about what's
important in their friendships. We'd like you to go over this
list and think of each of the items in terms of the three friends
you just selected above.

We'd like you to go down the list, rating each friendship on
each item, using the following rating scheme.

Write in 3 if the item is a crucially Important_asnect of the friend-
ship for you - if it is an essential basis of the friendship.

Write in 2 if the item if a Sailly_ialmsspl;_aaaast of the friendship
for you - if it is a major basis of the friendship.

Write in 1 if the item is a IT,.2.11.y_Lin of the friendship
for you - if it is only p minor basis of the friendship.

Write in .0 if the Item is not an important aspect of the friendship for
you.

Var. 93. E. My relationship with this friend is easy, relaxing,
"comfortable."

Var. 119. L. This friend is just a very likable person.

Statistics for Total Sam le

Correlation of Var. 98 and 119: 0.31

Factor loadings: Var. 98: 0.64
Var. 119: 0.82
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TABLE 114

Correlation and Factor Loadings of Variables
Used to Form the "Black Identity" Index

This index was formed from the following Questionnaire items:

Q. 79 (Variable 348) Interest in living in an all black dormitory

Q.106 (Variable 393) Prefer being called "Negro" by other blacks

Q.106 (Variable 394) Prefer being called "Negro" by whites

Q.106 (Variable 401) Prefer being called "Brother" by other blacks

Q.108 (Variable 405) Involvement in Black Student Union

Correlation Matrix
N = 119

V348 V393 V394 V401

V348

V393 -0.39

V394 -0.31 0.69

V401 0.30 -0.41 -0.34

V405 0.36 -0.31 -0.34 0.38

All are significant beyond the .01 level

Factor Loadings

V348 -0.56
V393 0.74
V394 0.67
V401 -0.73
V405 -0.55



APPENDIX I

Relationship of Academic Experiences to Students
High-Average-Low in Instrumental and Intellectual Orientations

White Random.Sample
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TABLE 116

Im ortance of Facult to Students High-Avera e-Low in
Instrumental and Intellectual Orientations

White Random Sample

Q.70. In the life you have led at the University, what experienc,_s
have been moet_tmportant and meaningful_to vou? Check how
important the following experience has been to you in your
life at Michigan.

"Getting t o know faculty, seeing and talking with them outside
of clasb."

Instrumental Orientation
Mean S.D.

1. High In orientation 23 37 2.96 (fairly
important)

1.11

2. Average In orientation 23 37 3.43 1.16
3. Low in orientation 17 26 3.53 (not too

important)
1.12

Total 63 100% 3.29 1.14

F(2,60 ) 1.567 (NS)

Intellectual Orientation
Mean S.D.

1. High in orientation 21 34 3.48 (not too
important)

1.33

2. Average in orientation 20 33 3.05 (fairly
tmportant)

1.28

Low in orientation 20 33 3.40 0.88
Total 61 1004 3.31 1.18

F(2,5 ) = 0.750 (NS)
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TABLE 117

Frequency ofJntersetion between Respondent and Best Friend
Frequency and Percentage Distribution

Black Opportunity Students

Q.33. Where does your best friend live?

_N

1. Lives in my dormitory 41 34
2. Lives in my house or apariment 30 25
3. Lives somewhere else 46 39
4. Non ascertainable 2 2

Total 119 100%

Q.34. Now, chinking of an average weak, about how often would you say
you get together with your best friend?

1. At least once a day 66 55
2. Almost every day 11 9
3. Three or four times a week 13 11
4. Once or twice a week 18 15
5. Once every two or three weeks 6 5
6. Once a month or less frequently 3 3
7. Nan ascertainable 2 2

Total 119 100%

Q.36. Have you had any class s with your best friend?

1. Yes 52 44
2. No 66 55
3. Non ascertainable 1 1

Total 119 100%
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